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ABSTRACT 
 
The purpose of this study is to identify how mentoring plays a role in the mentoring 
experiences of principals of color in their leadership roles. In this study, I use the framework, 
Critical Race Theory, with an emphasis on Community Cultural Wealth, to understand 
mentoring needs in the field of education, as it pertains to minority principals and assistant 
principals. I also employ Qualitative Research methods to support my study to allow for a more 
in-depth process of collecting data through face-to-face interviews. This method also provides 
the ability to focus on the voices of the minority participants, by giving them the opportunity to 
share their stories and experiences with formal and/or informal mentoring. Through Qualitative 
Research, the idea of Counterstorytelling is embedded in the data collection process for this 
study.  Another tool utilized in the study to gather data is, an online questionnaire, disseminated 
via email. This online questionnaire provides another opportunity to reach a large pool of school 
administrators statewide beyond the thirteen face-to-face interviews.  
As I conducted the face-to-face interviews with the minority participants, several themes 
or findings arose throughout the study. The participants shared their experiences as they relate to 
their formal and/or informal mentoring with regard to, the race and gender of their mentors, the 
minority participants’ leadership styles and self-care for the principals of color. A unique theme 
arose throughout the study included the relationship process with the minority principals and the 
role their white male mentors played in their mentoring experiences. Therefore, the theme 
centered on the positive aspect of white men as mentors was considered an outlier within the 
study. 
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Based on the implications within the study, there were two areas recommended for 
further research. These two themes include how the roles of White Privilege and Servant 
Leadership are embedded in the mentoring of the minority principals. Although the research in 
mentoring includes diverse styles of leadership, Servant Leadership is one that has not been fully 
developed as it relates to mentoring. Therefore, a recommendation is made for further research 
on the role of Servant Leadership and its relationship to mentoring. In regard to White Privilege, 
traditional mentoring research supports the white narratives of the dominant group. However, the 
inclusion of White Privilege and its role in the mentoring experiences of the principals of color, 
brings to light, how these mentoring experiences lack the necessary stories and capital that 
people of color bring to mentoring. Therefore, further research is needed on how to include the 
six components of capital possessed by people of color, which counteracts the deficit-thinking 
within the mentoring process.  
In conclusion, this study supports the importance of mentoring as a means to enhance 
principal leadership and to prepare minority leaders in education. However, to develop an 
effective mentoring program, the incorporation of key components, such as, the selection of 
mentors and the assignment of mentor to mentee, need to be included in the mentoring process. 
Finally, incorporating the components of Critical Race Theory through the lens of Community 
Cultural Wealth in a mentoring program will bring a more diverse perspective from both the 
mentor and mentee during the mentoring experience. 
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CHAPTER 1: The Mentoring Experiences of Principals of Color 
Introduction  
 
The quality of and need for mentoring is an ongoing discussion within the educational 
field. The mentoring process itself has evolved considerably to include the success and failure of 
novice teachers’ and their influences on the academic achievement of students within schools 
(Saban & Wolf, 2009). The research pertaining to mentoring and teaching has grown to include 
the professional development, knowledge and leadership abilities of mentors, as well as, their 
mentees. For new principals, the task of leading a school can be challenging and at times 
overwhelming within their first years of administration. One way that many districts are trying to 
address these challenges is to provide a formal mentoring program for new leaders (Saban & 
Wolfe, 2009). Many schools across the nation are working to establish mentoring programs that 
address the challenges of training and supporting novice principals (Saban & Wolfe, 2009).   
It has been established that mentoring is indeed beneficial to aspiring leaders such as 
principals and assistant principals. One important benefit of mentoring for new administrators is 
the access to veteran leaders who have influence of power and knowledge of unwritten rules, as 
well as someone who can speak on the mentee’s behalf (Newcomb, 2011). In the past mentoring 
has been viewed as more of a top down approach to a dualistic relationship. However, this 
method is changing to more of a network of support to help new leaders do well in their careers 
(Newcomb, 2011). Research found that most principals valued the opportunity to have reflective 
conversations with their mentors that included emotional and moral support (Saban & Wolfe, 
2009).  
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The role of mentoring is to expand the professional teaching and educational 
leadership standards, best practices, learning communities, and professional development. 
In contrast, mentoring that is mandated, provides a top down approach that requires a 
relationship between a veteran and novice teacher (Mullen, 2011). The overall need for 
mentoring has encouraged states to develop mentoring programs to help with closing the 
achievement gaps of ethnic and low-income student groups while placing quality teachers 
and principals in areas where resources are not evenly distributed (Mullen, 2011). 
Statement of the Problem and Significance of the Study 
 
As a former principal, this study, Mentoring Experiences of Principals of Color, is 
important to me because I did not have the opportunity to participate in any formal mentoring as 
a novice principal. As I reflect on my own experiences, I realize the need of having someone 
with knowledge to assist and guide me as a new leader of a school. I appreciate my informal 
mentors and the significant roles they played in my life, professionally and personally. As a 
novice principal, I remember the challenges I faced and how my informal mentors encouraged 
me to be a risk-taker, to solve problems on my own with support, and change the culture within 
my school. Overall, my journey as a new principal, included many challenging situations. I 
struggled with the day-to day duties of leading a school, as well as, overcoming barriers as an 
African-American woman in leadership. Nevertheless, the time and guidance my informal 
mentors invested in me, shaped my leadership skills as a principal, as well as, build my 
confidence, as I began to mentor others in the education field. 
Currently, as a district level administrator, I am now an informal mentor to principals and 
assistant principals within my school district. I support these principals with tasks such as, 
discipline, scheduling, teacher evaluations and developing stronger leadership skills. 
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Unfortunately, my school district does not have any programs in place for mentoring principals. 
Although the need is great to provide support to new leaders within schools; the investment to 
retain effective principals through a formal mentoring program, is still not a priority. Therefore, 
through this study, I recognize the importance of sharing the stories of principals of color and 
their experiences within their own mentoring, to help reform the current structure of mentoring 
that is unfortunately told through the narratives of the dominant white culture. 
To begin, mentoring is vital to the success of principal leadership in assisting with the 
development and growth of teachers within a school setting. Teachers whose skills are developed 
through professional preparation programs do not automatically transfer these skills into teaching 
situations or maintain them over a period of time. Therefore, administrators, colleagues and those 
in a mentoring program, who fail to provide constructive criticisms to beginning teachers, 
ultimately allow these new teachers to find other means of self-improvement that may not be 
effective (Jordan, Phillips & Brown, 2004). 
 Therefore, effective supervision and mentoring are key elements to enhance the skills of 
good teachers in the school setting. These elements within a mentoring program must be done 
with professionals, who are crafty, with their observational and analytical skills. Individuals in a 
mentoring or supervisory role must provide immediate feedback to beginning teachers, based on 
reliable and accurate data, collected within a systematic approach. This type of evaluation of new 
teachers, will assist with the retention of young talent (Jordan, Phillips & Brown, 2004). 
Similarly, many principal preparation programs are not designed to assist new leaders 
and therefore they are forced to rely on the advice, guidance and directions of veteran and 
experienced leaders, through traditional programs. New leaders are often times taught how to 
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develop their capacity through finance, law, personnel and supervision rather than instructional 
practices and relationship building (Gettys, Martin & Bigby, 2010). 
If these preparatory programs are failing principals, how will they develop the ability to 
successfully become effective leaders? Therefore, mentoring plays a crucial role in assisting new 
leaders, in particular, people of color, with the direction needed to transform a school culture. 
Mentoring enhances minority principals’ knowledge with instructional leadership and helps them 
build capacity within their schools (Gettys, Martin & Bigby, 2010). Many principals were 
formerly teachers who were high skilled in the classroom instructional practice, however; 
programs need to be in place to support the much needed growth of new principals transitioning 
from being a classroom teacher. As a moral obligation, there should be an understanding that 
new leaders receive this necessary training, as future principals and assistant principals of color 
(Bush, 2009).   
Furthermore, educators support the idea of mentoring as a meaningful aspect in the field 
of teaching and learning. Yet, there is limited research that supports the success of mentoring and 
its relationships with principal leadership and those of color, as well as a connection to student 
achievement. Research pertaining to mentoring and leadership is extensive. However, more 
examination is needed to identify how mentoring of minority principals can be utilized as a tool 
for leadership, while enhancing culture within a school setting (Bush, 2009; Mullen, 2011; 
Newcomb, 2011). 
In retrospect, mentoring theories and research should consider the perceptions of the 
mentor and protégé and the extent of support given and received in the mentoring program. More 
research is needed to consider other aspects of the process such as, organizational members, 
rewards and incentives, and performance management systems (Eby, Lockwood & Butts, 2005). 
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Also, further research is encouraged to examine more general perceptions of the process through 
the organizational support related to the outcome of mentoring (Eby et al., 2005).  Finally, 
theoretical studies have contributed to the idea of investigating more in-depth, the negative 
outcomes of mentoring and its effect on leadership, especially, when looking at gender and race 
(Eby et al., 2005).  
Purpose of the Study 
 
Therefore, the purpose of this study is to identify how mentoring affects new principals 
of color in their leadership roles. Most successful people in different areas of human life can 
point to a mentor who was crucial to their career growth and success (Ramani & Kachur, 2006). 
Also, mentoring is a highly acceptable strategy for attracting, developing, and retaining leaders 
across the education sector and beyond (Ramani & Kachur, 2006). This study on mentoring and 
leadership, examines what types of mentoring new minority leaders participated in prior to 
becoming principals in their schools, and whether their participation was through an informal or 
formal program. The study will also examine why mentoring is important to these administrators 
as they journey to become principals. Overall, mentoring can be a rewarding opportunity for 
growth for both new leaders as well as experienced principals and assistant principals who 
become mentors (Robinson &, Nanavati, 2009). Moreover, this dissertation explores the role of 
mentoring and its effect on leadership, with early career principals and assistant principals of 
color. Drawing on the framework of Critical Race Theory, through the lens of Community 
Cultural Wealth, I will examine how minority administrators experience and benefit from 
mentoring. 
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Preview of the Literature 
Leadership 
 
Becoming a principal is transformational and the skill development is required through an 
active learning process that immerses aspiring leaders in real world settings and engages them in 
socially constructed activities (Sherman, 2002).  Principal leadership is important in promoting 
schools with shared visions and norms centered on instruction, and accountability for student 
achievement, while creating rewards and incentives for teachers to improve their practice 
(Spillane, Halverson and Diamond, 2004). Leadership is a difficult and deeply personal task.  
During new principals’ leadership positions, they need to be nurtured as they face challenges and 
make hard decisions while on the job (Boerema, 2011). This nurturing process can be viewed as 
providing support and challenges to the new leaders at the same time. The support can include 
affirmation of the new leader’s experience, as well as, challenging them by introducing these 
leaders to contradictory ideas and questioning assumptions (Boerema, 2011). The most common 
approach to leadership development is providing training in much needed skills affiliated with 
successful leadership such as, interpersonal communication, team building, coaching, and 
mentoring. 
Theoretical Frameworks 
 
In this paper, I will focus on Critical Race Theory, with an emphasis on Community 
Cultural Wealth. I will use this framework to understand mentoring needs in the field of 
education, as it pertains to minority principals and assistant principals. Community Cultural 
Wealth framework focuses primarily, on People of Color. This framework examines how the 
lack of social mobility, for those marginalized in society, affects their outcomes and stories as 
school administrators. However, it also recognizes the importance of the capital and assets these 
minority principals and assistant principals bring to their mentoring experiences. Community 
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Cultural Wealth examined in this study identifies how the educational structure is designed to 
support deficit thinking by assuming that people of color need to conform to the ideals of the 
dominant culture (Yosso, 2005). Research in this area, suggests, that deficit thinking is 
embedded in US society and influences the policies within education. Based on these influences, 
individuals who work within education tend to support the beliefs of the dominant culture and 
therefore, design programs and facilitate processes that include ideals of the dominant culture, 
and as a result it is often that those who do not fit within this dominant frame, such as people of 
color, are viewed with a deficit lens (Yosso, 2005). Therefore, through the Community Cultural 
Wealth framework, the capital/assets of people of color, play an important role with 
supporting/validating persons’ of color stories and personal experiences with racism, sexism and 
social injustice. By integrating the assets and capital of people of color, this will bring value to 
the mentoring research and counteract the ideals of deficit thinking, embraced by the dominant 
culture (Yosso, 2005). 
Critical Race Theory is a framework that can be used to examine and challenge the ways 
race and racism outwardly defines the social structures, practices and discourses within White 
America. Many African Americans have experienced a unique and horrendous history of racism 
and other forms of inferiority in the US. While other People of Color have their own histories or 
experiences that likewise have been shaped by racism and the intersecting forms of 
subordination (Espinoza & Harris, 1998). However, by offering a two-dimensional discourse, the 
Black/White binary limits understandings of the various ways in which African Americans, 
Native Americans, Asian/Pacific Islanders, Chicanas/os and Latinas/os all continue to 
experience, respond to, and fight racism and other forms of subordination.  
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The study will support the work of mentoring in education by looking at various school 
districts with or without formal mentoring programs. I will utilize the theoretical framework 
Critical Race Theory, or better known as (CRT) through the lens of Community Cultural Wealth.   
To better understand leadership practice, new minority leaders’ thinking and behavior, 
and reflection of their practice all need to be considered within an integrated framework 
(Spillane, Halverson, & Diamond, 2004; Yosso, 2005). Community Cultural Wealth, a 
byproduct of CRT, refers to the various elements minority principals and/or assistant principals 
face as leaders within their schools and school districts. I will also use Community Cultural 
Wealth, as a means to examine how the leader identifies or co-exists in a white dominant 
environment, where relationship building is vital to the successes of a learning institution. These 
interactions may include parent- teacher, teacher-student, and principal-teacher relationships 
where individuals must intermingle in a structure that values beliefs that are supported by the 
dominant society views in education (Spillane et al., 2004; Yosso, 2005).  
As a theoretical framework in this dissertation, Critical Race Theory examines the 
“unequal and unjust distribution of power and resources along political, economic, racial, and 
gendered lines” (Taylor, 2009, p. # 231). It is a movement encompassing scholars committed to 
challenging racism and its associated social, legal, political, and educational consequences 
(Patton, Ranero, & Everett, 2011). Therefore, it is important to use a CRT analytical standpoint 
when creating a successful mentoring program so that both mentors and mentees are conscious 
of the racism and sexism that is deeply entrenched in educational institutions that could as a 
result affect the mentoring dynamic for principals of color.  My research is giving voice to 
people of color, to counteract deficit thinking and to openly name/identify the racism that 
principals of color may face. 
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One problem with relying on informal mentoring only is that women, minorities, and 
nontraditional leaders are rarely chosen as mentees. In many areas throughout the world, women 
are under-represented as leaders in education even though they make up the vast majority of 
teachers in the field. Minority leaders are often marginalized in education throughout various 
countries, including the United States (Sherman, 2002; Bush, 2009). In higher education women 
and clinical faculty in particular, are at risk of inadequate mentoring relationships (Ramani & 
Kachur, 2006). Mentoring may be one suitable approach to overcoming gender related barriers 
and fostering the career advancement of female leaders. (Hoigaard & Mathisen, 2009). However, 
females with formal mentors are less satisfied with their mentoring programs than are their male 
counterparts due to their lack of in-depth understanding of the mentoring process and 
relationship when working with female protégés (Hoigaard & Mathisen, 2009). These female 
mentors with female protégés reported greater role modeling and more psychological functions, 
however; there were minimal differences in relation to work and career outcomes, or compared 
to psychological well-being (Hoigaard & Mathisen, 2009). 
In predominately white male organizations, women are viewed as the minorities and 
often mistaken as subordinates in their schools or offices. These mistaken identities can be mean 
and vicious based on racial stereotypes (Enomoto, Gardiner & Grogan, 2000). In same-gender 
mentor relationships, protégées reported receiving more challenging assignments from their 
mentors when the mentor was formally assigned. Therefore, same gender mentor relationships 
should be considered in a formal mentoring programs that aims to developing the protégés job 
performance. In retrospect, gender differences as a measured variable, may be related to the fact 
that the mentors have been trained in mentoring and communication, which may override the 
gender effect in a mentoring program (Hoigaard & Mathisen, 2009). 
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Research Design 
 
  The participants in this case study include principals who have participated or are 
currently participating in a mentoring program. The participants were selected through the 
assistance of the Illinois State Board of Education website, partnering universities, and the 
identification of school districts with a mentoring program. I solicited principals and assistant 
principals from the Illinois State Board of Education mentoring program, the Governors State 
University Principal Mentoring Program, the Illinois Principals Association, (IPA), and other 
school district level mentoring programs in the State of Illinois. I sent an email to these recipients 
and requested a face to face meeting to gain further information about their experiences in a 
formal/informal mentoring program. 
The participants provided information regarding their experiences with mentoring and 
how the mentoring process has affected their leadership ability in a school setting. This process 
occurred through one-on-one interviews and a questionnaire.  A questionnaire was administered 
to various principals and assistant principals, white as well as persons of color. The questionnaire 
was administered online. The questionnaire was randomly sent to principals in various school 
districts throughout Illinois, as well as, to any school administrator interested in completing the 
questionnaire. Principals and assistant principals of color who participated in an interview 
process also completed a questionnaire prior to the interviews. During the interviews, principals 
and assistant principals of color answered questions about their leadership styles, background in 
the field of education, age, experience in education, experience in a mentoring program, their 
role as a participant in the mentoring program and how mentoring affected their leadership styles 
as principals. 
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Data Collection and Analysis 
 
Based on the interview data, I developed a matrix of informal and formal mentoring 
experiences for each principal participant, and used this matrix to compare the different types of 
mentoring.  First, I inductively coded the themes throughout the questionnaire and interview 
data, and then searched for patterns in the data that aligned with the theoretical framework.  
Overview of the Dissertation 
 
Effective induction and mentoring programs have the potential to yield a number of 
benefits for a school district. (Ehrich, Hansford, & Tennent, 2004). Regardless of the 
shortcomings of mentoring, findings suggest that mentoring appears to offer greater benefits for 
both mentors and mentees. Many of the reviewed studies indicated that mentoring provided both 
personal and emotional support as well as career development and satisfaction (Ehrich, 
Hansford, & Tennent, 2004). Mentoring is a program which supports the development of leaders 
who respond to problems of practice through reflection and reciprocal learning (Sherman, 2002). 
Career mentoring is associated with the practices which support individuals as they move into 
leadership positions throughout the educational realm (Sherman, 2002). It has been established 
that mentoring provides benefits to aspiring leaders. Overall, good mentoring in general is not 
accomplished easily without the incorporation of key issues from the research surrounding this 
topic such as, the selection of mentors, the assignment of mentor to mentee, and how informal or 
informal the relationship should be in the process (Mertz, 2004).  
In conclusion, this study is divided into six chapters. In Chapter 1, I will introduce the 
study and its purpose and significance to the field of mentoring. In Chapter 2, I will provide 
research on mentoring, its historical contributions and benefits, as well as, the components that 
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are embedded within a mentoring program. In Chapter 3, I will share my methodology and 
analysis, regarding the data collected from the interviews and questionnaires, within my study. 
Chapter 4 will cover the profiles of each principal and/or assistant principal interviewed within 
the study. Chapter 4 will also highlight the mentoring experiences of each participant and his/her 
relationship with their mentors. Chapter 5 will share how race and gender play roles in the 
mentoring experiences of the participants interviewed; while elaborating on the participants’ 
leadership styles, as leaders in their schools. Finally, Chapter 6 will identify the implications and 
limitations identified throughout the study and conclude with final thoughts. 
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CHAPTER 2: Literature Review 
Introduction 
A mentoring program will allow for new minority principals to network and access the 
necessary resources to assist with guidance and direction as they lead schools in the 21st century. 
Such programs designed especially for new principals, and for minority leaders in particular, will 
allow for more sustainability and consistency within schools, enhancing the retention of minority 
principals over time. Through a mentoring program tailored to their needs, principals of color 
will receive the much-needed support from others within the school community to effectively 
bring about positive change in student achievement. Developing the leadership capacities of new 
principals and other decision-makers within the school setting will lead to success in the shared 
goal of advancing the academic achievements of students (Gettys, Martin & Bigbys, 2010).  
Overall, achievement-focused mentoring is not easily accomplished without incorporating vital 
guidelines for such topics as mentor selection, mentor-mentee assignments, and for the formality 
or informality of the mentoring-relationship process (Mertz, 2004).  
History of Mentoring 
In the late 1970s, mentoring first appeared in academic literature and was presented as 
sporadically occurring in informal environments. By more recent measures, mentoring has 
become a regular component of policy solutions in a wide range of contexts (Colley, 2002). The 
traditional mentoring model involved the inexperienced worker learning from an experienced 
master. During the period of the Industrial Age, the process of mentoring focused on the 
advancement of one’s career within organizational hierarchies (Kerka, 1998). For many 
professions, the use of mentoring, aka apprentice-type relationships to facilitate and sustain 
professional development is an age-old tradition (Alsbury & Hackmann, 2006). Currently, 
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mentoring is a key component of the beginning stages of training in public service professions 
ranging from teaching to nursing and career guidance. Mentoring also is employed to develop 
top executives and business managers (Colley, 2002).   
To begin, mentoring is defined in the literature in a variety of ways. Daresh and Playko 
(1992), described the mentoring relationship as one in which both the mentor and the protégé 
gain value. According to Zhao and Reed (2003), mentoring is based on a personal relationship 
that many of us have experienced in some aspect of our lives. Kochan (2002) asserts that 
mentors are the people who help us move toward our goals and toward fulfilling our potentials. 
In school settings, mentoring has, for the most part, existed as a top-down, dualistic relationship. 
However, more recent accounts describe it as a network of support to help a protégé achieve 
career success (Sorcinelli & Yun, 2007). Mentoring is an active rather than passive process with 
descriptors including teaching, coaching, advising, promoting, directing, protecting, and guiding 
(Gardiner, Enomoto & Grogan, 2000; Grogan, 1996; Brunner, 2000; Kochan 2002; Shakeshaft, 
1989). However, researchers have identified the importance of a commonly understood 
definition of an induction and mentoring program. A mentoring program is poised to be 
successful when it is based on a collaborative partnership in which individuals share and develop 
common interests (Ehrich, Hansford, & Tennent, 2004; Mertz, 2004).  
Mentoring 
If popular and professional research is valid, then mentoring would be the cure for many 
ills regarding personal development, professional development, and career advancement. In 
context, everyone needs a mentor, including beginning teachers, disadvantaged youth, student 
teachers, prospective administrators, etc. Almost every supportive relationship is some form of 
mentoring (Mertz, 2004). Within the most oft-cited popular definitions are those that focus on 
15 
 
the career advancement or professional growth of a protégé by someone in higher authority 
within the professional realm (Mertz, 2004).   
Per the research, mentoring has been an ongoing discussion within the educational field 
for many years. In this day of accountability, when everyone is searching for a way to increase 
test scores and so much of that responsibility is placed on school administrators, mentoring may 
be the crucial component that remains too often missing for new leaders (Maggart & James, 
1999). Mentoring can be a rich and continuing part of a principal’s professional life. This may 
prove especially true when principals feel isolated in the chain of command and caught between 
their obligations to students, teachers, parents, and the district office during day-to-day 
interactions (Zellner, Ward, McNamara, Gideon, Camacho & Doughty, 2002). The research 
pertaining to mentoring and teaching has grown to include the professional development, 
knowledge and leadership abilities of mentors as well as their mentees. For new principals, the 
task of leading a school can be challenging and at times overwhelming in their first years of 
adjusting from the classroom instruction to the administrative realm. One way that many districts 
are trying to address these challenges is to provide for a formal mentoring program for new 
leaders (Saban & Wolfe, 2009).  
To start, research found that most principals valued the opportunity to have reflective 
conversations with their mentors that included emotional and moral support (Saban & Wolfe, 
2009). Many schools across the nation are working to establish mentoring programs that address 
the challenges of training and supporting new leaders. Mentoring in the 21st century is a highly 
acceptable strategy for attracting, developing, and retaining leaders across the education sector 
and beyond. It can be a rewarding opportunity for growth for experienced principals and vice 
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principals who take on mentoring roles (Robinson, Horan & Nanavati, 2009; Saban & Wolfe, 
2009). 
Ongoing research supports mentoring programs as a meaningful tool when developing 
vital relationships between veteran and new employees. It describes one form of mentoring as a 
trusted and experienced supervisor who takes an active interest in the development of younger 
less experienced individuals (Mertz, 2004). Or, it may be someone whose advice is sought and 
valued by someone else requesting advice or suggestions (Mertz, 2004). Unfortunately, the vast 
amount of literature on the topic provides various definitions of mentoring, with occasionally 
contradictory role definitions (Mertz, 2004).   
Furthermore, mentoring also is viewed as an approach to support leadership development 
for novice. It links traditional practices with current practices to help future generations become 
their best (Boerema, 2011). Mentoring relationships enhance career development, which can 
guide an individual’s personal and career goals (Boerema, 2011). Careers that place emphasis on 
mentoring practices support individuals as they move into leadership positions in K-12 education 
(Sherman, 2002). The most productive way of fulfilling the goals of mentoring within 
organizations today lies in creating a mentoring or coaching culture that supports both new and 
veteran administrators (Robinson et al., 2009). 
Mentoring theory and research should consider the perceptions of the mentor and protégé 
and the extent of support given and received in the mentoring program. More research is needed 
to consider other aspects of the process such as organizational members, rewards and incentives, 
and performance management systems (Eby, Lockwood & Butts, 2005). Also, further research is 
encouraged to examine more general perceptions of the process through the organizational 
support related to the outcome of mentoring (Eby et al., 2005). Finally, theoretical studies have 
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contributed to the idea of investigating more in-depth the occasionally negative outcomes of 
mentoring and its effect on leadership, especially when looking at gender and race (Eby et al., 
2005).   
Principal Leadership and Mentoring Programs 
 
Principal leadership and mentoring is important as evidenced in the research. When 
school principals were asked to identify an important component of their preparation, they most 
often identified other school administrators as their primary source in helping them become 
school leaders (Malone, 2000). Malone also pointed out that these mentoring relationships 
helped the principals throughout their careers. In these relationships, the mentor “leads instead of 
manages, empowers instead of controls, and is reflective and critical,” while affording the new 
principal the opportunity to learn how to lead. Mentoring relationships may also aid new 
principals in establishing a network of peers and experienced professionals who can provide 
support and guidance (Curry, 2009). Historically, principals are confronted with a “sink or 
swim” mindset as they try to manage the practical, political, and financial challenges of their 
various states and districts (Curry, 2009; Mitgang, 2007). 
Effective induction and mentoring programs have the potential to yield a number of 
benefits for a school district. For one, organizations benefit from a more effective exchange of 
information among employees, along with higher productivity and performance (Noe, 1988; 
Scandura, 1992; Whitely & Coetsier, 1993; Mullen, 1994 Ehrich et al., 2004). Secondly, 
mentoring provides a vehicle for more thorough training and socialization over longer periods of 
time. Also, to help new principals succeed, more school districts are capitalizing on the expertise 
of their senior administrators by adding mentoring as a vital component to the practical training 
programs for beginning principals (Kram, 1985; Malone & Stott, 2001). Another aspect of 
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mentoring relationships which is widely agreed upon is that mentoring is an exchange regarded 
as mutually beneficial to both the mentor and the protégé. Protégés benefit from early career 
success, career attainment, and higher job satisfaction. Mentors, meanwhile, experience more 
personal satisfaction and extended career opportunities by sharing their experiences and 
increasing their leadership abilities. (Mertz, 2004; Newcomb, 2011; Malone & Stott, 2001). 
At times, mentoring in the education field can be confused with a form of counseling or 
as part of coaching. Oftentimes, coaching is confused with counseling and mentoring is confused 
with both counseling and coaching (Mertz, 2004). Coaching of new principals goes beyond 
counseling, where the mentor works with the protégés to extend skills and develop new ones. 
Compared to coaching, counseling is more focused on identifying problems while outlining 
solutions to better assist future principals in the school setting. The use of coaching skills for 
aspiring principals helps to facilitate the desired change through a positive relationship of 
ongoing support and challenge. One principle of coaching includes a focus on assisting 
individuals and groups (Robinson et al., 2009). Therefore, mentoring, along with coaching, 
provides the orientation, skill development, and practice, while continuously supporting 
sustainable leadership that aligns with the principles of effective staff development (Robinson et 
al., 2009).   
Limitations of a Mentoring Program 
The practice of mentoring may fall short of its ideals because educators fail to regard 
mentoring as an important component to teaching and professionalism compared to the policies 
or program design with mentoring. It is incumbent on the educational administrators who are the 
developers of such mentoring programs to minimize the potential problems that can arise as a 
result of poorly formed mentoring relationships (Ehrich et al., 2004; Mertz, 2004). Although the 
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mentoring literature supports more frequent and ongoing references to the positive aspects 
accompanied with mentoring, some negative viewpoints were shared as well. Some of these 
shortcomings consist of ineffective pairing strategies for mentors and mentees such as may occur 
when one or both parties lacks the requisite commitment, or when a program provides 
inadequate time and resource support to help mentors and mentees establish successful 
partnerships. Although the benefits of formal mentoring have been well-documented, poorly 
trained or untrained mentors can damage the professional commitment of newly hired school 
principals (Gettys, Martin & Bigby, 2010; Bottoms & O’Neil; Hall, 2008). Nevertheless, 
researchers recognize the need for changing the way new school leaders are trained to prepare 
them for meeting today’s high-stakes accountability. The argument remains that leaders need 
training to develop competencies necessary to adapt to changing school environments and to 
encourage teachers to deal effectively with ever-changing school reforms (Gettys Martin & 
Bigby, 2010; Yukl, 2006).  
Similarly, mentoring programs that focus on routine compliance issues rather than 
relationship and skill-building can often be seen as non-useful, burdensome, professional 
development trainings. These trainings are not truly beneficial for the newly hired principal or 
his/her mentor (Mitgang, 2007). The literature supports the idea of a practical skill-based 
component in a mentoring program, which requires a focus training that could be used to address 
any skill, experience, ability, or knowledge deficiencies in the mentor. However, some research 
indicates that the mentor’s viewpoint has often been neglected in the mentoring relationship 
(Boylan, 2013; Allen & Poteet, 1999).   
Finally, in the education field, the mentoring relationship between a veteran principal and 
novice principal consists of an intentional relationship based on mutual understanding between 
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two individuals (Newcomb, 2011). However, this method is changing to more of a network of 
support to help new leaders do well in their careers. Findings suggest that mentoring appears to 
offer greater benefits for both mentors and mentees. Many of the reviewed studies indicate that 
mentoring provides both personal and emotional support as well as career development and 
satisfaction (Ehrich et al., 2004; Newcomb, 2011). Mentoring, as a resource tool, supports the 
development of leaders who respond to problems of practice through reflection and reciprocal 
learning (Newcomb, 2011). Career mentoring is associated with the practices that support 
individuals as they move into leadership positions throughout the educational realm (Newcomb, 
2011). Nevertheless, more research is needed to address ongoing concerns with potential pitfalls 
and data that does not support mentoring programs and principal leadership. 
The Role of Mentors 
 
Like previous mentors, in the public education realm, the advancement of a mentor’s 
practice is developed in isolation, where new administrators work by trial and error with 
minimum guidance or support in leading a school (Gardiner, 2009). Another component of 
mentoring is the mentor selection process, which is valuable in assisting with creating positive 
relationships between mentors and mentees. These relationships enhance the skills of both the 
mentor and mentee through continued observations, peer coaching, and providing support that 
extends beyond the classroom. The process of selecting good mentors is to note certain qualities 
usually possessed by those who are chosen to take on such roles (Graves, 2010). Research 
supports six essential qualities of a mentor within a mentoring program which consist of: 1) 
commitment to the role of mentoring, 2) acceptance of the protégé as a mentee, 3) skilled at 
providing instructional support; 4) effective in utilizing interpersonal skills; 5) model continuous 
learning; and 6) communicates with a positive disposition (Graves, 2010). Along with these six 
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characteristics, the selection of mentors must show competency in the areas of integrity, 
knowledge and abilities as an educator. Other roles that mentors assume with novice leaders 
include being a coach, cheerleader, good listener, evaluator and a model. 
During the selection process, aspiring principals should select mentors based on self-
assessment measures and compatibility profiles. Mentoring should be an active process where 
the mentee is proactive in approaching and seeking a mentor. Through this collaborative process, 
success will come with a good mentor-protégé relationship (Graves, 2010). The literature 
references the relationship in the mentoring process in the education field as being the same as 
mentoring programs in other professions. However, there is information that states that some 
mentoring relationships are fundamentally different (Mertz, 2004). In contrast to the benefits of 
mentoring, more research states that not all mentoring relationships are supportive (Mertz, 2004). 
One idea prevalent among mentoring programs is that the benefits mentors and protégés receive 
form the cornerstone for encouraging participation among the reluctant (Mertz, 2004). 
In regard to the mentoring selection process for future principals, it must include the 
involvement of both parties in the relationship-building process. This process supports the 
physical and emotional costs and the nature of investment and intent required by each party 
(Mertz, 2004). When new and veteran mentors are not on the same page, the relationship differs 
depending on the positions of the mentee and mentor, along with the intent of the veteran 
principal who participates in the process (Mertz, 2004). The intent of the veteran principal is 
crucial to the relationship in helping to identify the degree of similarities in the perceptions of the 
mentor and protégé, which establishes mentoring as an intentional relationship (Mertz, 2004). 
Major factors that may hinder successful mentor-protégé relationships are the failure of the 
mentor and protégé to share a common perspective on mentoring and an agreed-upon concept of 
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what should take place during the mentoring process (Mertz, 2004). The perception on 
mentoring varies among mentors depending upon their experiences, which may cause some 
relationships to be unsuccessful (Mertz, 2004).  
Mentoring and Collaboration 
 
As of 2007, nearly half of the nation’s states had adopted mentoring requirements for 
new principals, signaling an acceptance of the idea that the professional development of new 
principals is a worthwhile investment (Mitgang, 2007; Boylan, 2013). Researchers also cite that 
the mentoring relationship must be embraced and become a process that is a commitment going 
beyond the level of compliance issued by local and state agencies. For the most part, successful 
people in different areas of human endeavor can point to a mentor who was crucial to their career 
growth and success (Ramani et al., 2006; Playko & Daresh, 1989). Studies have shown that 
faculty members who identified a mentor felt more confident, were more likely to have a 
productive career and reported greater career satisfaction. Therefore, mentoring is the 
opportunity for principals and schools to build capacity through a process of reciprocal sharing. 
It is, in part, the process of open dialogue between the mentor and protégé (Ramani, Gruppen & 
Kachur, 2006; Sherman, 2002).   
As new principals begin tackling the daunting tasks of leading schools, they report a 
tremendous value in receiving honest feedback from someone they trust. The idea of trust 
encompasses both emotional support and expertise of particular skills sets and knowledge 
(Dukess, 2001). Mentees need to believe that the feedback they receive is embedded in honesty 
and real expertise by their mentor. Mentors and mentees must build a trusting relationship that is 
cultivated, as opposed to competitive relationships which prevent a mentor from acting in the 
best interest of the mentee. When mentors present themselves as accepting their protégé’s fears, 
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opinions, inadequacies, and triumphs, the mentees understand that it is normal to make mistakes 
and learning from these mistakes will allow for risk-taking to occur in the process (Krueger et 
al., 1992; Boylan, 2013). 
Through this process, mentors and mentees work collaboratively toward the achievement 
of mutually defined goals to develop a mentee's skills, abilities, knowledge and thinking 
(Robinson et al., 2009). A mentoring program for new and aspiring school leaders can create 
readiness, provide opportunities, and build in support, so the mentoring of new principals can 
have a profound, deep, and enduring impact. Mentoring is a proposed strategy for supporting and 
developing leaders who can respond to problems of practice through a culture of reflective and 
reciprocal learning (Robinson et al., 2009; Sherman, 2002). 
The mentoring process helps accelerate learning, reduce isolation, and increase the 
confidence and skill of newly appointed school leaders. In a school setting, mentors can meet 
with their mentees on a regular basis and maximize the professional learning that evolves 
through veteran and newly appointed principals and vice principals working together (Robinson 
et al., 2009). Other benefits of mentoring include new leaders’ ability to access the unwritten 
rules in leadership, the power of knowing a veteran leader of influence, the support of having 
someone speak on your behalf in uncomfortable situations, and the gaining of self-confidence as 
a new leader. (Sherman, 2002). Overall, a mentor is someone who is a counselor, a teacher, one 
who instructs and admonishes, while assisting a junior trainee or colleague in attaining success 
(Sherman, 2002).  
Informal vs. Formal mentoring programs 
 
Mentoring as a formal process links a senior, more experienced person (i.e., the mentor) 
with a less experienced, and typically younger person (i.e., the mentee). Researchers define 
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formal mentoring as a structured and coordinated approach where individuals agree to engage in 
a personal and confident relationship that aims to provide professional development, growth, and 
varying degrees of personal support. This definition distinguishes a structured mentoring 
relationship from the less formal relationships such as peer assistance, tutoring, or coaching since 
it involves a more experienced and seasoned professional (Boylan, 2013). Informal mentoring 
for a new principal is typically based on interest, where the relationship is established by a 
mentor selecting a mentee or the relationship just naturally develops in a working environment 
between a veteran and a novice leader (Sherman, 2002).  
In contrast, formal mentoring relationships are established through planned programs 
rather than promoting only a dual relationship between a mentor and mentee. These programs 
also promote an expanded form of mentoring through networking (Sherman, 2002). Mentors 
provide their expertise to less experienced school leaders in order to help these novices advance 
their careers, enhance their education, and build their networks (Sherman, Munoz, & Pankake, 
2008). Mentorship in general involves more than guiding young leaders through learning 
standards and skill sets; it extends to providing strong and continuous emotional support for new 
leaders. Veteran administrators who become mentors benefit from the relationship as well, as it 
gives them a chance for reflection and professional development (Sherman, 2002).  
Overall, in the mentoring process, experienced mentors are expected to pass on skills, 
guide, and counsel, while also being thought-provoking, encouraging, and even critical at times 
with their protégés (Matters, 1994; Boylan, 2013). Both types of relationships, whether formal or 
informal, may contain similar characteristics. However, it is the formal mentoring relationship 
that is well-planned, organized, and methodical in nature. Unlike coaching or counseling, formal 
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mentoring is often viewed as a cost-effective career advancement strategy based on a strong 
collaborative relationship in the workplace (Frei, Stamm, & Buddeberg-Fischer, 2010).   
Mentoring and Minorities 
 
One problem with relying only on informal mentoring is that women, minorities, and 
nontraditional leaders are rarely chosen as mentees (Sherman, 2002). Women and clinical 
faculty, in particular, are at risk of inadequate mentoring relationships (Ramani et al., 2006). 
Mentoring may be one suitable approach to overcoming gender-related barriers and fostering the 
career advancement of female leaders (Hoigaard & Mathisen, 2009). Females with formal 
mentors are less satisfied with their mentoring programs than are their male counterparts, 
possibly due to the lack of in-depth understanding of the mentoring process and relationship-
building when working with female protégés (Hoigaard & Mathisen, 2009). Female mentors 
with female protégés reported greater role modeling and more psychological functions, however 
there was minimal difference in relation to work and career outcomes, or compared to 
psychological well-being when assigned to a male mentor (Hoigaard & Mathisen, 2009). 
In predominately white male organizations, women are viewed as the minorities and 
often mistaken as subordinates in their schools or offices (Enomoto, Gardiner, & Grogan, 2000). 
These mistaken identities can be mean and vicious based on racial stereotypes (Enomoto et al., 
2000). In a study by Enomoto, Gardiner and Grogan, (2000) three interviews were conducted by 
three women of color in predominantly white male organizations. These women discussed how 
being black females took a toll on their self-esteem as leaders. The respondents also mentioned 
how they viewed themselves as Black first, and women second (Enomoto et al., 2000). Along 
with the challenges of being a person of color in the school system, the women shared their 
personal experiences under the mentorship of their white counterparts.  
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As protégés in the mentoring program, the women felt it important to have a mentor who 
cared for them and about their successes regardless of race or gender (Enomoto et al., 2000). 
These mentoring relationships consisted of providing support and encouragement along with a 
nurturing environment for the new leaders (Enomoto et al., 2000). Although the protégées 
learned a great deal through skill-development and leadership opportunities, the mentoring 
experiences benefitted both parties involved. The mentoring relationships were reciprocal and 
mutual (Enomoto et al., 2000). Not only is the female perspective of the protégée valuable but 
also her community perspective. For example, one of the protégées who is a Hispanic female 
assistant principal, who spoke the language of her Hispanic families, felt she could provide a 
better insight for her principal regarding her connections with that community (Enomoto et al., 
2000). Within the mentoring program, female mentors appreciated the perspectives of their 
protégées. Outside of the sharing of information and offering various perspectives, new leaders 
were looked at as confidantes and friends.   
White scholars dominate discourse by sheer numbers, unconsciously setting an agenda 
based on White perspective. The voices of women of color tend to be captured in general terms 
with all women’s experiences, without taking into account the differences in race or class. This 
idea obscures the true identities and submerges the perspectives of women who differ from the 
norms in society. Leaving out women of color and neglecting their focus on their own unique 
experiences, will bring disharmony within the broader movement of empowered feminists 
(Taylor, pg. 253).  
Finally, women aspiring to be educational leaders, whether white or black, require certain 
skills for leadership. The study identified the chief five components relevant to women of color 
seeking mentors in the education field: 1) needing to be politically savvy; 2) having the ability to 
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access networks; 3) finding compatible mentors and those with different views, 4) having more 
than one mentor and 5) acquiring a support system (Enomoto et al., 2000). Where these women 
served as few women of color in predominantly male organizations, they support their mentors 
personally and professionally (Enomoto et al., 2000).   
On the other hand, in same-gender mentor relationships, protégés reported receiving 
more challenging assignments from their mentors when the mentor was formally assigned 
(Hoigaard & Mathisen, 2009). Studies show same-gender mentor relationships in formal 
mentoring programs should be aimed at developing the protégés’ job performance (Hoigaard & 
Mathisen, 2009). However, gender differences in successful relationships may be related to the 
fact that mentors have been trained in mentoring and communication, which may override the 
gender effect (Hoigaard & Mathisen, 2009). 
Theoretical Framework: Critical Race Theory with an emphasis on Community Cultural 
Wealth 
In this paper, I will focus on the Critical Race Theory, with an emphasis on Cultural 
Capital Wealth. I will use this Framework to further develop the need for mentoring programs in 
the field of education, as it pertains to minority principals and assistant principals. Looking 
through the lens of the Cultural Capital Wealth framework, it focuses primarily on People of 
Color. This framework examines how the lack of social mobility for those marginalized in 
society affects their outcomes and stories as school administrators. 
Critical Race Theory, better known as CRT, began as a body of legal scholarship 
examining the ways in which laws interpreted unequal protection of rights and privileges in 
American society (Crenshaw, Gotanda, Peller, & Thomas, 1995). Critical Race Theory is a 
framework that can be used to examine and challenge the ways race and racism outwardly 
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silence the social structures, practices and discourses within White America. Many African 
Americans have experienced a unique and horrendous history of racism and other forms of 
inferiority in the US. While other People of Color have their own histories or experiences that 
likewise have been shaped by racism and the intersecting forms of subordination (Espinoza & 
Harris, 1998). By offering a two-dimensional discourse, the Black/White binary limits 
understandings of the various ways in which African Americans, Native Americans, 
Asian/Pacific Islanders, Chicanas/os and Latinas/os continue to experience, respond to, and fight 
racism and other forms of subordination.  
The components of CRT are difficult to minimize to certain descriptions, basically 
because critical race theorists are attempting to integrate their experience and knowledge with 
morality into the legal studies (Tate et.al, 1993). Nevertheless, a relatively consistent set of tenets 
or themes emerges. According to Delgado and Stefancic (2001), these include: 1) Racism is 
commonplace within society; 2) The ideal that White Standards guide the expectations and 
dominate the thought processes of society; 3) Race is socially constructed and historically woven 
in the American culture; 4) In contemporary American society, the unique voice of people of 
color serves important purposes in every day interactions within White America. The latter of 
these tenets is a crucial point. Alongside its firm stance against notions of racial essentialism, 
CRT asserts that the social realities of people of color give them experiences, voices, and 
viewpoints that are likely to be different from mainstream, dominant society. It therefore 
becomes imperative that people of color advocate their own counter-narratives, especially, 
through story-telling, which can be embedded in their on-going cultural experiences (Tate, 1997, 
Chapter 4).  
29 
 
The development of Critical Race Theory, CRT, stems from the 1980s critical legal 
studies based on race and the lack of attention paid to racial groups in critical scholarship (Irwin, 
Yosso, Solórzano, & Parker, 2002). The theory of CRT, questions what needs to be analyzed 
regarding the qualitative research and the importance of race (Irwin, Yosso, Solórzano & Parker, 
2002). Earlier research in CRT with educational implications relied on the intellectual 
assessment and school achievement of African Americans and other minority students as it 
relates to the inferiority paradigm. This paradigm is built on the premises that people of color are 
biologically and genetically inferior to their white counterparts (Tate, 1997, Chapter 4). The 
ideals of this paradigm are that middle-class White Americans, often White males, serve as the 
standard against minority groups. This ideology plays a role in the relationship building between 
mentors and mentees, when minority women are the mentees and White males are mentors.  
Furthermore, the rules and or expectations of White Americans are embedded in the 
mentoring program. These programs lack a sense of understanding for women and minorities, 
who need guidance as administrators in the educational field. When White Americans ignore the 
lived experiences and histories of those oppressed by institutionalized racism, it limits the 
educational growth and scholarship of those marginalized in society. The omission of these 
experiences, from People of Color, also takes place in social science and history circles, 
specifically, in ethnic and women’s studies scholarship. Therefore, women and People of Color 
who feel their gender, class, and language experiences and histories are being silenced, challenge 
this tendency toward a Black/White binary. They stress that subordination in society could not be 
fully understood in terms of only Black and White (Yosso, 2005). 
Due to these standards, the roles of mentors are developed based on the instruments that 
measure White Americans standards which are used across the board with all groups regardless 
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of their cultural backgrounds (Tate, 1997, Chapter 4). Some of these assumptions existing within 
the inferiority paradigm include: Whites are intelligent, diligent, and deserving people compared 
to Blacks who are identified as lazy, simple and underserving people (Tate, 1997, Chapter 4). 
As a theoretical framework in this paper, Critical Race Theory examines the “unequal 
and unjust distribution of power and resources along political, economic, racial, and gendered 
lines” (Taylor, 2009). It is a movement encompassing scholars committed to challenging racism 
and its associated social, legal, political, and educational consequences (Patton, Ranero, & 
Everett, 2011). Therefore, the experience of oppressions such as racism or sexism is important 
for developing a CRT analytical standpoint when developing a successful mentoring program. 
In principal leadership and CRT, it is crucial to understand how mentoring plays a role 
with minorities and the traditional methods of mentoring in the education field. The development 
of an effective mentoring program must encompass components to address the differences 
between races and genders to successfully embrace the relationship between a mentee and 
protégé. Therefore, the tenets of CRT embedded within a mentoring program can further assist 
with helping young administrators better understand the dynamics of racial injustices within the 
school setting. Mentoring programs that embody diversity can help with the ongoing disconnect 
that is mentioned in the mentoring research between minorities who are protégés and their white 
male counterparts serving as their mentors. Through the tenets of CRT, it attempts to address 
minority cultural viewpoints, centered on a common history of oppression and inequality within 
the dominant culture in White America.  
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Community Cultural Wealth 
For the field of education, Daniel Solórzano identified five tenets of CRT that can and 
should inform theory, research, pedagogy, curriculum and policy: These tenets are centered on 
the inter-centricity of race and racism; the challenge to dominant ideology; the commitment to 
social justice; the centrality of experiential knowledge; and the utilization of interdisciplinary 
approaches. Utilizing these tenets, minority school administrators can incorporate their 
experiences with race and racism, while examining the views of the dominant society and its 
barriers toward social justice and inequality (Yosso, 2005). 
The framework, Community Cultural Wealth, by Yosso (2005), is developed on the idea 
that People of Color have capital and assets and these assets have not been embedded or valued 
within the historical stories and narratives of the dominant culture. Nevertheless, the CRT 
framework with an emphasis on Community Cultural Wealth, can offer such an approach by 
identifying, analyzing and challenging misguided notions of People of Color (Yosso, 2005). It is 
true, that culture influences how society is designed, how school curriculum is established and 
how pedagogy and policy are implemented. However, culture is also evidenced in material and 
nonmaterial productions of a people. Bourdieu asserts that cultural capital in regard to education, 
language, and social and economic capital can be acquired two ways, from one’s family and/or 
through formal schooling (Yosso, 2005). 
Other research acknowledges that deficit thinking is embedded in U.S. society and in the 
pedagogy viewed and practiced by the dominant group. Both schools and those who work in 
schools often times mirror this belief or philosophy in their interdisciplinary approaches. The 
research argues that this reality promotes a challenge of personal and individual race, gender and 
class prejudices expressed by school leaders and educators. This thought process is crucial in 
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examining systemic factors that supports deficit thinking and encourages educational inequities 
for students from non-dominant sociocultural and linguistic backgrounds (Taylor, p. 155).   
The dominant groups within society are able to maintain their power because 
accessibility is limited to acquiring and learning strategies to utilize these various forms of 
capital for social mobility. Therefore, Cultural Capital is not just inherited or obtained by the 
middle class, but rather it refers to a gathering of varied forms of knowledge, skills and abilities 
that are identified by the privileged groups in society. CRT shifts the center of focus from ideas 
and beliefs of White, middle-class culture to the cultures of Communities of Color.  
Through CRT, a traditional view of cultural capital is limited in its definition by White, 
middle-class values, and is more limited than wealth with one’s accumulated assets and 
resources. However, CRT expands this view focusing the research lens on the experiences of 
People of Color in critical historical context. This lens reveals accumulated assets and resources 
in the histories and lives of Communities of Color, which allows for the voices and storytelling 
of minority principals as they lead in diverse populated schools. 
As it relates to Community Cultural Wealth, minority leaders of a school can focus on 
developing and maintaining a successful school culture by sharing their stories as they strive to 
gain greater Cultural Capital in the education field. The Community Cultural Wealth embedded 
within the structure of leadership consist of six elements of capital, as described by Yosso. These 
six elements of capital are identified as the following: Linguistic capital which includes the 
academia and the communication skills attained from the ability to speak more than one 
language. The Familial capital refers to the knowledge gathered based on the interactions by 
family of People of Color that includes their community history, memory and cultural 
background. Social capital is based on the people of color and their community resources that 
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can provide emotional support as they navigate through societal institutions. The Navigational 
capital refers to the ability for People of Color to maneuver through societal institutions which 
have been created historically, by and for the dominant culture. Finally, Resistant capital refers 
to the skills and knowledge obtained by People of Color through oppositional behavior that 
challenges societal inequities.  These elements of capital will allow for People of Color to not 
only share their assets but bring value to the school culture. As part of the mentoring process, 
new principals need to understand their leadership styles and the Community Cultural Wealth 
they bring to the school environment, as leaders of their schools (Yosso, 2005).  
New minority principals need the ability to hire teachers with the knowledge, skills and 
backgrounds to reach all students, along with leading teachers in the process of growth, by 
developing their skills to improve student learning and achievement (Gettys, Martin & Bigby, 
2010). Therefore, becoming a principal is transformational and thus, skill development is 
required through an active learning process. Through this process, aspiring minority leaders are 
immersed in real-world settings that engage them in socially constructed activities (Sherman, 
2002). New and veteran minority leaders can foster agreement and conversations around the 
appropriate level of teacher expectations needed to encourage high pupil motivation.  
To better understand leadership practice, new minority leaders’ thinking and behavior, 
and reflection of their practice all need to be considered within an integrated framework 
(Spillane, Halverson, & Diamond, 2004; Yosso, 2005). This theoretical framework, CRT, 
through Cultural Capital, or Community Cultural Wealth, addresses the leadership for learning 
relationships between the educational and societal environment and the individuals who affect 
and are affected in that environment. Within the CRT Framework, Community Cultural Wealth 
refers to the various elements minority principals must contend with when forming action, which 
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may include participating within a school’s Professional Learning Community (PLC), or on a 
School Improvement Team. Another component of Community Cultural Wealth examines how 
the leader identifies or co-exists in a white-dominant environment, where relationship-building is 
vital to the successes of a learning institution. These interactions may include parent-teacher, 
teacher-student, and principal-teacher relationships where individuals must intermingle in a 
structure that values beliefs that are supported by the dominant society views in education 
(Spillane et al., 2004, Yosso, 2005).  
The Community Cultural Wealth Framework provides for an analysis of leadership tasks 
while exploring their relationship to instructional innovation (Spillane et al., 2004; Yosso, 2005). 
The goal of research in this area is to challenge the leadership practice of novice minority school 
leaders to reconstruct, through observation and interviews, the mindset of the dominant culture 
that submerses the voices and stories of these leaders (Yosso, 2005). Further in-depth analyses of 
leadership engagement by new minority principals are crucial in distinguishing between other 
tasks that appear similar to identified leadership roles in this framework (Spillane et al, 2004). 
To develop the Community Cultural Wealth Framework for minority leadership practice 
among new leaders it is necessary to go beyond the identifying and analysis of activities to 
explore their enactment (Spillane et al., 2004). In reviewing leadership practices of novice 
administrators, it is important to see how minority leaders define, present, and carry out their 
tasks. Experienced leaders can regulate their own problem-solving processes and are more 
sensitive to the demands of the task and the social context in which the tasks are to be solved 
(Spillane et al., 2004). The tasks enactment becomes more challenging if one assumes a 
distributed perspective where human activity is not simply a function of individual skill and 
knowledge, but rather one that is spread across people and situations (Spillane et al., 2004). 
35 
 
Beginning leadership experiences for new minority principals are often introduced 
through tedious and complex challenges. Therefore, providing guidance to minority principals in 
their initial year of practice through quality mentoring by veteran principal practitioners is 
crucial to the new leaders’ success. Principal-mentoring can foster skills in instructional 
leadership specifically related to ongoing teacher performance through observation and quality 
feedback (James-Ward, 2013; Wallace Foundation, 2007). New minority principals receiving 
mentoring from experienced, well-versed and knowledgeable principal-mentors report success in 
improving school climate and the quality of instruction as documented by high achievement 
scores and observable instructional practices (Sciarappa & Mason, 2012). 
Leadership 
The mentoring process as leadership development provides strategies for new minority 
principals to gain more knowledge in which experienced principals think and make decisions, 
while solving cognitive and social development concerns (Newcomb, 2011). Principal leadership 
is important in promoting schools with shared visions and norms centered on instruction and 
accountability for student achievement, while creating rewards and incentives for teachers to 
improve their practice (Spillane et al., 2004). Leadership in the school environment is a difficult 
and deeply personal task for any administrator. For many beginning minority principals this is 
their first leadership position within a school setting, and therefore these new leaders need to be 
nurtured as they face challenges and make hard decisions while on the job (Boerema, 2011). This 
nurturing process can be viewed as providing support and challenges to the new leaders at the 
same time. The support can include affirmation of the new leader’s experiences, as well as 
challenging these leaders through the introduction of contradictory ideas and questioning 
assumptions (Boerema, 2011). The most common approach to leadership development is 
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providing training to novice minority principals in the needed skills affiliated with successful 
leadership, such as interpersonal communication, team building, coaching, and mentoring. 
Another approach to school leadership development is the importance of feedback whether it 
is one-on-one, through a questionnaire or through other forms of communication. Research 
supports a new leader receiving positive feedback finds the information favorable and 
unexpected but agrees it is most beneficial (Boerema, 2011; Mertz, 2004). Providing training in 
diverse leadership models and concepts allows for new leaders to have choices in finding various 
options to challenges they face in a constantly changing environment. This process builds the 
leaders’ confidence and alleviates the feelings of isolation by giving leaders the opportunity to 
see leadership on a larger scale (Boerema, 2011). The reflection process during the mentoring 
program is another form of leadership development that can assist new leaders. The reflection 
component allows the new administrator to have more freedom with their inner potential while 
acting on their values and desires (Boerema, 2011; Mertz, 2004).  
Overall, the essence of organizational school leadership is the influence over and above the 
technical compliance with routine management of the organization (Spillane et al., 2004). What 
school leaders do in the managerial areas of leadership often does not directly connect with 
changing the school environment but plays a role in leadership for instruction in general 
(Spillane et al., 2004). The tasks of running a school, designed to promote change, may depend 
on the successful execution of leadership tasks to preserve the status quo (Mertz, 2004). 
Leadership acts are identified based on how often novice administrators initiate a structure in the 
interaction of others to make collaborative decisions to resolve problems (Watson & Scribner, 
2007). Based on research, leadership is a key factor with students’ success in schools and the 
implementation of leadership roles by school principals (Dussault, Payette, & Leroux, 2008).  
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To better understand the importance of leadership and its role in the mentoring process with 
novice minority principals, this paper will address only two styles of leadership, Distributive and 
Transformative. These two styles support the Critical Race Theory, with a focus on Community 
Cultural Wealth, to allow the voices and storytelling of these principals to be embedded within 
their leadership roles in the school setting. Community Cultural Wealth will serve as a guideline 
for novice minority leaders as they navigate through the process of a mentoring program. 
Research supports the components embedded within the Distributive and Transformative 
leadership styles, as well as the Critical Race Theory, as successful strategies for new and 
veteran minority administrators as they lead schools in the 21st Century.  
Distributive Leadership 
In recent years, the distributive approach to leadership has played an important role in 
breaking down support of the authoritarian leaders (Watson & Scribner, 2007). Distributive 
leadership is contradictory to what has been typically accepted in the Western culture. Past 
practices have created an idyllic image of what leadership should look like (Watson & Scribner, 
2007). Scholars have created a connection to leadership and the behaviors of people in formal 
organizations that experience resistance to change (Watson & Scibner, 2007).  
The distributed perspective on school leadership practice focuses on principals’ thinking 
and actions in various situations (Spillane et al., 2004). Therefore, the appropriate unit of 
analysis is not the leaders and what they do but the activities these leaders engage in within the 
learning environment (Spillane et al., 2004). The distributed perspective shifts the unit of 
analysis from individual principals and teachers to the collaboration of leaders, followers and the 
situation that gives activity is form (Spillane et al., 2004). Rather than understanding leadership 
practice as a single function of the principal’s ability, skill, charisma, or cognition, it is better to 
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see the role of distributed leadership as a practice rather than the leaders, followers and their 
situation (Spillane et al., 2004).  
A distributed view of leadership incorporates the activities of other people in a school 
setting who work at mobilizing and guiding a school’s staff. It focuses on how leadership 
practice is shared among informal leaders and their followers (Spillane et al., 2004 Watson, S., 
T. & Scibner, J., P., 2007). This model allows for consideration of the enactment of leadership 
tasks as being spread over the practice of two or more leaders and followers. It also explores how 
leadership practice is stretched over the work of various school leaders and the practice in the 
interaction among these leaders (Spillane et al., 2004 Watson, & Scribner, 2007). In general, the 
leadership activity is embedded in the interaction of more than one leader and follower using 
tools and artifacts associated with leadership tasks (Spillane et al., 2004 Watson, & Scribner, 
2007). 
Future and current leaders within a leadership-for-learning paradigm need to display 
certain dispositions as effective educational leaders. Scholars found that educational leaders tend 
to be emotionally intelligent which encourages effective managerial decisions within their 
organizations (Dussault et al., 2008). Also, effective leaders are supporters of collaboration such 
as those in principal roles who naturally engage in partnerships with teachers in a learning 
community, which encourages professional growth (Dussault et al., 2008; Bush, 2011; Daresh; 
2004 Saban, & Wolfe, 2009). Mentors can assist new leaders with maintaining student 
achievement by identifying leadership styles that support school improvement. Successful 
mentors can provide examples to their protégés on how to build a school culture that 
incorporates collaboration, reflection and team-building. Through the mentoring process, both 
veterans and new leaders can examine various leadership styles that are embedded in research 
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and practice within a school setting. (Dussalt et al., 2008; Boerma, 2011; Bush, 2009; Daresh, 
2004; Saban, & Wolfe, 2009). 
In order to maintain a successful leadership style, mentoring must go beyond increasing 
student scores on a short-term basis to creating meaningful long-term improvements with helping 
leaders develop a school culture of student growth (Dussault et al., 2008). Therefore, this 
leadership-for-learning framework has common themes which focus on collaboration within a 
school or district with a positive influence on student outcomes (Dussault et al., 2008). 
Transformative Leadership 
In order to support the Critical Race Theory through Community Cultural Wealth, this 
paper will analyze the transformative model of leadership which is widely adopted because of its 
ability to develop followers. To help enhance a more meaningful mentoring experience, minority 
leaders can utilize this leadership style in a school setting. This transformative leadership concept 
identifies six characteristics, and three of these factors are linked to transformative leadership 
vital in a successful school setting: charismatic, inspirational and intellectual. Through a 
transformational leadership style transactional leaders achieve greater performances with their 
subordinates (Dussault et al., 2008). Minority school leaders who take seriously their 
instructional roles are concerned with promoting and developing their schools as learning 
systems and professional learning communities (Gold et al., 2003). They can facilitate debate 
about what constitutes an effective lesson and what theories of learning are appropriate to the 
achievement of curricular goals (Gold et al., 2003).  
Transformative leadership is not only a function of what a school principal knows or 
does, but also encompasses the activities engaged in by leaders through the interaction of others 
in particular context around certain tasks (Spillane et al., 2004). Literature on leadership has 
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focused specifically on the roles of individuals in positions of chief executive officer or school 
principal (Spillane et al., 2004). Research suggests leadership is not only the duty of a school 
principal but that teacher-leaders also play important roles in leading the instructional innovation 
(Spillane et al., 2004). Individuals in these roles assert certain traits as leaders. These traits 
include self-confidence, sociability, adaptability, and cooperativeness along with other 
characteristics that encourage inspiration and the ability to lead (Spillane et al., 2004). Data 
tracking these transformative leadership traits suggests the benefits are greater when supporting 
leaders to be successful in a school environment (Spillane et al., 2004).  
The pedagogy of this model assumes that the critical focus of the attention by school 
leaders should be the behaviors of staff as they engage in activities directly affecting quality 
teaching and learning to support student outcome (Gold et al., 2003). School leadership is second 
only to classroom teaching as an influence on pupil learning and the effects of transformative 
leadership on pupil engagement are significantly positive (Robinson et al., 2009). Finally, if 
principal preparatory programs are not assisting aspiring leaders in developing their instructional 
skills, how are these new leaders expected to gain experiences to encourage student achievement 
(Gettys, Martin & Bigby, 2010)? Programs need to support new principals and their development 
of instructional skills that are appropriate for leading today’s schools (Gettys et al., 2010). 
Conclusion 
 
The purpose of this study is to provide a rationale for the importance of mentoring as a 
component in leadership training and development. The mentoring research needs to have a 
foundation on sound theory which continues to promote effective development and refinement of 
skills present in new leaders (Saban & Wolfe, 2009). Transforming the role of leadership 
requires change in the development of leaders (Newcomb, 2011). Mentoring is crucial in its role 
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in leadership development and internship experiences. As relationships in mentoring grow and 
mentees gain skill and knowledge, they become capable of paying it forward to other future 
leaders and even those who mentored them in their development (Newcomb, 2011). Another 
result of the growing relationship is the networking foundation that is established between the 
mentee and mentor to connect with other mentors and protégés through a webbing effect that has 
greater potential to transform leadership practice (Newcomb, 2011). 
Mentoring is not a panacea that will solve all problems traditionally associated with 
leadership and new leaders, but it is an important method to use to assist those new to a 
professional role or organization (Saban & Wolfe, 2009). Mentoring and co-mentoring 
relationships are important avenues for gaining the personal and professional skills needed to 
advance in careers. Both new and veteran professionals can benefit from proactively engaging in 
the mentoring process (Kochan & Trimble, 2000). In this process, relationships must be open 
and built on trust to maintain, transform or dissolve relationships as appropriate (Kochan & 
Trimble, 2000). Mentoring of new principals creates strong professional cultures in schools, and 
forms relationships with colleagues to collaboratively work to increase student learning 
(Hargreaves & Fullan, 2000).    
Leadership practice in mentoring emerges in the execution of leadership tasks in and 
through the interaction of leaders, followers and situations. The distributed leadership model has 
implications for research on school leadership and ways to improve the practice of leadership 
(Spillane et al., 2004). Understanding the practice of distributed leadership will help to build 
valid stories of practice grounded in the interaction of people and situations in the school 
environment that is relevant to practitioners in the field (Spillane et al., 2004). The distributed 
and transformative perspective also provides ways of thinking about changes to school 
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leadership practices based on studies that are contextually sensitive and task-specific. This type 
of theoretical knowledge can be useful in assisting leaders with reflecting on their practice and 
viewing their work in a more realistic manner (Spillane et al., 2004). 
The research on this leadership style also suggests that interventions used to improve 
school leadership should not focus solely on one individual but more on a collective body of 
leaders within a school’s culture (Spillane et al., 2004). The Community Cultural Wealth 
approach has been proven to be an effective way of developing and preparing future and current 
leaders to become successful in today’s challenging school climate (Walker & Downey, 2012). 
The ideas of this framework complement partnerships that provide valuable resources and 
experiences to better prepare leaders for schools in today’s society. This model supports well-
trained principals who remain at the forefront of ensuring quality leadership in their schools and 
the successes of students through a collaborative and shared approach (Walker & Downey, 
2012). Previous studies add to the literature that leadership development via mentoring among 
teachers and administrators is related to enhancing student learning, which increases test results 
(Walker & Downey, 2012).  
Indeed, racism and its intersections with other forms of subordination shape the 
experiences of People of Color very differently than Whites. Still, the popular conversations in 
the US, as well as the academic discourse, continues to be limited by the Black/White binary. 
CRT adds to the efforts to expand this dialogue to recognize how the struggles for social justice 
are limited by discourses that remove and silence the wide range of experiences of People of 
Color (Ellison, 1990; Bell, 1986; 1998; Essed, 1991; Baca Zinn, 1989). 
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Implications for Further Research 
 
In most organizations, new leaders need someone who can “show them the ropes” and 
develop their competence while helping them fit in (Mertz, 2004). Unfortunately, college courses 
and pre-service training may not provide the mentoring that is needed as practitioners in 
education. Grissom and Harrington (2010) found a significant and positive association between 
principals participating in formal mentoring and principal effectiveness, while they also found 
that principals who invest in university coursework as professional development were rated less 
effective (Boylan, 2013).   
Also, research regarding mentoring eyed through a Critical Race Theory lens must be 
further developed. It is imperative to include the tenets of this theoretical framework in an 
existing or developing mentoring program. To embrace successful mentoring programs, school 
organizations need to embed the historical contributions and voices of minorities when selecting 
mentors for these programs. It is also crucial to include the components of the Critical Race 
Theory through the lens of Community Cultural Wealth when creating mentoring programs that 
will better guide the relationship aspect between mentors and mentees. This framework will 
support the ongoing successes regarding educational leadership in the school environment while 
providing for a more reflective and meaningful experience for both new and veteran minority 
leaders. 
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CHAPTER 3: Methodology 
Introduction 
In this day of accountability, when everyone is searching for a way to increase test scores 
and so much responsibility is placed on the administrators of the school, mentoring may be the 
crucial component missing to help new leaders (Maggart & James, 1999).  For new principals, 
the task of leading a school can be challenging and at times overwhelming in their first years of 
administration. One way that many districts are trying to address these challenges is to provide 
for a formal mentoring program for new leaders (Saban & Wolfe, 2009). 
Therefore, the need for mentoring programs will help new principals face challenges such 
as, maintaining a successful school culture, while building and fostering relationships with 
parents, teachers and students. A mentoring program will allow for new principals to network 
and access resources to assist with guidance and direction as they lead schools in the 21st 
Century. A mentoring program designed for new principals will allow for more sustainability 
and consistency within schools. Such a program will provide more support to retain new 
principals over a period of time. 
However, on-going research supports mentoring programs as a meaningful tool when 
developing vital relationships between veteran and new employees. It describes mentoring, as a 
trusted and experienced relationship, with a supervisor, who mutually takes an active interest, in 
the development of younger less experienced individuals (Mertz, 2004). Or, it may be someone 
whom advice is sought and valued by someone else requesting advice or suggestions (Mertz, 
2004). 
Principal leadership and Mentoring is important as evidenced in the research in which 
Malone (2000) noted that when school principals were asked to identify an important component 
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of their preparation, they most often identified other school administrators as their primary 
source in helping them become school leaders. Malone also pointed out that these mentoring 
relationships helped the principals throughout their careers. In these relationships, the mentor 
“leads instead of manages, empowers instead of controls, and is reflective and critical” while 
affording the new principal the opportunity to learn how to lead (Malone, 2000). 
In the education field, the mentoring relationship between a veteran principal and novice 
principal consists of an intentional relationship based on mutual understanding between two 
individuals (Newcomb, 2011). However, this method is changing to more of a network of 
support to help new leaders do well in their careers (Newcomb, 2011). Findings suggest, that 
mentoring appears to offer greater benefits for both mentors and mentees. Many of the reviewed 
studies indicate that mentoring provides both personal and emotional support, as well as, career 
development and satisfaction (Ehrich et al., 2004). Mentoring is a resource tool which supports 
the development of leaders who respond to problems of practice through reflection and 
reciprocal learning (Newcomb, 2011). 
Theoretical Framework 
 
I will focus on Critical Race Theory, with an emphasis on Community Cultural Wealth. 
Critical Race Theory, or better known as, (CRT), began as a body of legal scholarship examining 
the ways in which laws interpreted unequal protection of rights and privileges in American 
society (Crenshaw, Gotanda, Peller, & Thomas, 1995). Critical Race Theory is a framework that 
can be used to examine and challenge the ways race and racism outwardly silence the social 
structures, practices and discourses within White America. As a theoretical framework in this 
paper, Critical Race Theory examines the “unequal and unjust distribution of power and 
resources along political, economic, racial, and gendered lines” (Taylor, 2009). Drawing from 
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Critical Race Theory, Community Cultural Wealth acknowledges that in the midst of racism 
people of color face, they still possess vital forms of capital/assets that counter the deficit outlook 
they endure from society-at-large (Yosso, 2005). Community Cultural Wealth examined in this 
study, identifies how the educational structure is designed to support deficit thinking by 
assuming people of color need to conform to the ideals of the dominant culture (Yosso, 2005).  
Research in this area, suggests, that deficit thinking influences the policies within 
education. These influences allow those individuals who work within the educational setting to 
support the beliefs of the dominant culture and facilitate programs and processes that include 
ideals of deficit thinking (Yosso, 2005). Therefore, through the Community Cultural Wealth 
framework, the capital of people of color, plays a role with supporting their stories and personal 
experiences such as, racism, sexism and social injustice. By integrating the assets and capital of 
people of color, this will bring value to mentoring research that lies within educational 
leadership, while counteracting components of deficit thinking, embraced by the dominant 
culture (Yosso, 2005). 
This framework aligns with the study, as it relates to, the mentoring experiences of the 
thirteen minority principals and/or assistant principals and their participation in formal and /or 
informal mentoring. The framework supports the study, by valuing the voices of these minority 
administrators, as they share their capital and contributions to mentoring. The framework further 
supports the importance of including stories from the minority participants in leadership roles, to 
counteract deficit thinking, embedded in the mentoring process, by the dominant group. 
Research Design  
The research design of this study is qualitative and will address the following research 
questions: 
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 How does mentoring of minority principals and assistant principals support their leadership 
practices in the school setting?  
 How does informal and formal mentoring support the leadership roles of minority 
principals and assistant principals?  
 Type of Study 
This dissertation used qualitative methods to gather the array of mentoring experiences of 
novice principals of color in Illinois. I choose Qualitative research to support my study because it 
allows for a more in-depth process of collecting data through face-to-face interviews. This 
method also provides the ability to focus on the voices of the minority participants, by giving 
them the opportunity to share their stories and experiences with formal and/or informal 
mentoring.  Through Qualitative Research, the idea of counterstorytelling is embedded in the 
data collected for this study.  Counterstorytelling allows for the minority participants to share 
their side of their story as it relates to their experiences with mentoring. By providing these 
participants the opportunity to have a voice in sharing their mentoring experiences which 
counters the majority white narratives that are often portrayed in educational leadership (Delgado 
& Stefanic, 2000).  
Questionnaire and Interview Process 
 
First, I administered a questionnaire to principals throughout the state of Illinois willing to 
participate. The questionnaire is not intended to provide in-depth responses centered on the 
participants’ mentoring experiences, nor does it include information regarding the race and 
gender of the mentors in the formal and/or informal mentoring process. The questionnaire simply 
asked questions about their race/ethnic background, their gender, and if they received informal 
and/or formal mentoring. Upon completing administration of the questionnaire, I then worked to 
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recruit principals of color to participate in an in-depth interview. During the interviews 
participants described whether they received formal and/or informal mentoring and their overall 
mentoring experiences.  
I convened over the course of close to five months to disseminate the questionnaire and 
conduct the interviews. The questionnaire was sent via email to principals and assistant 
principals throughout Illinois, inviting them to participate in the questionnaire on a volunteer 
basis. After the questionnaire was disseminated, I reached out and identified principals and 
assistant principals of color, who are currently administrators. The participants for the interview 
process shared and elaborated their roles and experiences with formal and/or informal mentoring.  
 In this chapter, I describe the data collection and analyses processes I underwent for the 
interviews that took place over the course of five months: December 2017, January 2018, 
February 2018, March 2018 and April 2018. The online questionnaire was sent via email. I sent 
an invitational email to District Level Administrators in suburban, rural, large metropolitan and 
urban school districts. I requested the district administrators to send my questionnaire to 
principals and assistant principals of all ethnicities, within their school districts, to voluntarily 
take the questionnaire. After the questionnaire was disseminated, I reached out and identified 
principals and assistant principals of color, who are currently administrators. I then recruited 
principals of color from school districts where the district and school level leadership was 
predominately white. From these districts, I recruited principals of color to participate in an in-
depth interview. The interview process convened over the course of close to five months. A 
matrix was developed to map out the informal and formal mentoring experiences for each 
principal participant. I coded the data collected through the interviews. I looked for patterns and 
similarities in the interviews. Once the common themes and patterns were identified, they were 
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aligned with the research questions, research literature, and theoretical frameworks presented in 
the study. After identifying these principals and assistant principals of color, I met with each 
principal and/or assistant principal in a quiet area to conduct the interviews. The interviews 
lasted approximately one-two hours and each interview was audio recorded. 
The study consisted of thirteen participants, who volunteered to participate in the 
interview process. I interviewed each candidate face-to face, for approximately one hour to two 
hours. Prior to the interviews, each participant was asked to participate in the online 
questionnaire as well regarding his/her identification with formal and/or informal mentoring. The 
interview also included background information regarding the participants’ mentoring 
experiences, the demographics of their schools and/or school districts, their current position, 
educational background, and the race and gender of their mentors. I met with each participant 
face-to-face to conduct the interviews for the study, and the interviews took place in various 
locations throughout the state of Illinois. Interviews were conducted in urban, rural, large 
metropolitan, small towns and suburban school districts. The researcher recorded the interviews 
and the participants provided written consent of their participation in the study. 
Participant selection 
The purpose of this study will be to examine the role of mentoring and its relationship with 
the leadership styles of minority principals and assistant principals through the lens of 
Community Cultural Wealth Framework. The participants in this study included principals who 
participated or are currently participating in formal or informal mentoring. The participants were 
selected through the assistance of the Illinois State Board of Education, Governors State 
University Principal Mentoring Program, and the Illinois Principal Association, (IPA) websites. 
Utilizing the websites of these organizations, I worked to identify districts that provide 
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mentoring for their principals. I also worked with partnering universities and organizations with 
mentoring programs. Specifically, this study addressed how mentoring of minority principals and 
assistant principals affected the leadership style of these administrators. 
The selection process included a sampling of new and veteran principals who are 
currently participating or have participated, in some aspect of mentoring, whether it is formal 
and/or informal at a suburban, rural, large metropolitan and/or urban school districts. I solicited 
principals and assistant principals from various school districts throughout the State of Illinois.  
After participants, who are currently working in suburban, rural, large metropolitan 
and/or urban school districts were identified, I sent an email to each recipient and requested a 
face-to- face meeting to gather further information about their experiences with formal/informal 
mentoring. When reaching out to administrators, I disseminated the questionnaire to new and 
veteran administrators in the profession. In regard to race, a focus will be on principals and 
assistant principals of color, who have participated in some aspect of mentoring. The participants 
will provide information regarding their experiences with mentoring and how the mentoring 
process has affected their leadership ability in a school setting.  
Data Collection and analysis 
I interviewed 13 principals and/or assistant principals of color. The study consisted of 5 
African-American women, 5 African-American men, 1 Asian woman and 2 Latino men. As 
stated earlier, in addition to interviews, I also had these principals participate in a brief 
questionnaire regarding their districts’ mentoring process. After collecting the interview notes 
and questionnaire responses, I analyzed this data regarding the mentoring experiences of the 
participants. This results and findings were validated through these in-depth interviews. Below is 
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a detailed data collection matrix outlining how the data collected aligns with the research 
questions.  
Table 1.1 
 
Research Questions: 
 
How does the role of 
mentoring supports 
principals and assistant 
principals’ leadership 
within a school’s 
environment? 
 
How do the roles of 
formal and informal 
mentoring support 
principals and assistant 
principals as school 
leaders? 
Data Collection Sources: 
 
 
Principals of Color will be 
interviewed, along with 
participating in an online 
questionnaire regarding 
their districts or schools 
mentoring process. An 
examination of these 
mentoring 
programs/experiences will 
be conducted through in-
depth face-to face 
interviews. 
The mentoring 
experiences of principals 
of color will be examined 
through extensive 
interviews and an 
analysis of these 
interviews will be done 
based on the data 
collected. 
Accessibility of the Data: A Matrix will be 
developed comparing the 
participants’ mentoring 
experiences in informal 
and/or formal mentoring 
and their relationships 
with their mentors in the 
mentoring process. 
 
In-depth interviews and 
the analysis of the 
mentoring experiences of 
Principals of Color, along 
with a brief 
questionnaire, identifying 
participants of color and 
their participation in 
formal and/or informal 
mentoring. 
 
 
When analyzing the data, I developed a matrix which mapped out the informal and 
formal mentoring experiences for each principal participant and used this matrix to then compare 
the experiences among principals. I coded the data collected in the interviews by first, identifying 
the common themes that arose consistently throughout each participant’s interview. While coding 
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the interviews, I looked for patterns and similarities in the interviews, regarding each 
participant’s experiences with mentoring and I created overall themes based on these patterns. 
Once I identified the common themes and patterns, I aligned each of them with the research 
questions, research literature, and theoretical frameworks presented in the study. A formal 
examination of these themes and patterns were examined within the matrix.  
Conclusion 
 
The purpose of this study is to provide a rationale for the importance of mentoring as a 
component in educational leadership training and development. The mentoring research needs to 
have a foundation on sound theory which continues to promote effective development and 
refinement of skills present in new leaders (Saban & Wolfe, 2009). Transforming the role of 
leadership requires change in the development of leaders (Newcomb, 2011). Mentoring is crucial 
in its role in leadership development and internship experiences. As relationships in mentoring 
grow and mentees gain skill and knowledge, they become capable of paying it forward to other 
future leaders and even those who mentored them in their development (Newcomb, 2011). 
Another result of the growing relationship is the networking foundation that is established 
between the mentee and mentor to connect with other mentors and protégés through a webbing 
effect that has greater potential to transform leadership practice (Newcomb, 2011). 
Mentoring and co-mentoring relationships are important avenues for gaining the personal 
and professional skills needed to advance in careers. Both new and veteran professionals can 
benefit from proactively engaging in the mentoring process (Kochan & Trimble, 2000). In this 
process, relationships must be open and built on trust to maintain, transform or dissolve 
relationships as appropriate (Kochan & Trimble, 2000). Mentoring of new principals can create a 
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strong professional culture in schools, and form relationships with colleagues to collaboratively 
work to increase the engagement of learning amongst students (Hargreaves & Fullan, 200). 
This study will address a gap in the literature that represents limited data documenting if 
a protégé has participated in a formal or informal mentoring process.  Since these two mentoring 
experiences are different in their approach, the development of mentoring relationships have 
distinct components. While formal programs are used for career development and enhancement 
of skills, the research provided focuses mainly on relationships developed spontaneously or 
informally (Wanberg, Welsh, & Hezlett, 2003). 
A formal mentoring program consists of various components that are initiated to match 
protégés with a mentor. This criterion is established across the board and provides very little 
differentiation regarding the role of the mentor. At times, a screening process may be used for 
eligibility purposes. Part of this screening process may include: job performance, attendance, 
years of service, or by recommendation (Eddy et al., 2001; Eby & Lockwood, 2004). The 
development of formal mentoring programs may begin as a means to be an intervention by an 
organization in which candidates are simply provided a mentor–protégé´ match (Chao et al., 
1992; Fagan & Ayers, 1985; Klauss, 1981; Noe, 1988; Phillips-Jones, 1983; Wilson & Elman, 
1990).  
The small amount of studies has provided insufficient evidence that differentiate the 
various formal mentoring programs in terms of a variations of facilitation approaches, such as 
quality, or content (Wanberg et al., 2003). These studies gather all mentoring programs into one 
group, whether the formal mentoring effort is tediously organized or involves an accidental 
pairing of mentors. This lack of attention regarding the elements of a formal mentoring program 
represents a significant limitation in the mentoring literature (Allen, Eby, & Lentz, 2006). Most 
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often, in a formal mentoring program, there is a deliberate pairing of employees with senior or 
veteran leaders who have a high level of experience compared to those with limited to no 
experience within the organization (Marshall & Zhoali, 2008). Both types of relationships, 
whether formal versus informal mentoring, may contain similar characteristics; however, it is the 
formal mentoring relationship that is well planned, organized, and methodical in nature. Unlike 
coaching or counseling, formal mentoring is often viewed as a cost-effective career advancement 
strategy based on a collaborative relationship in the workplace (Frei, Stamm, & Buddeberg-
Fischer, 2010).   
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CHAPTER 4: Principals’ Mentoring Profiles 
Introduction  
 
Chapters four and five will cover the findings from the study regarding Mentoring and 
Principals and Assistant Principals. This study consisted of an online mentoring questionnaire 
and 13 face-to-face interviews, conducted over a four- to five-month time period. During the 
interview process, the 13 principals and assistant principals provided background information 
and answered several questions related to their current job positions, demographics of their 
schools and school districts, the role mentoring played in their careers, and descriptions of their 
leadership styles. The mentoring questionnaire included questions centered on the participants’ 
gender, race, and years in education, position and district type. This questionnaire supported the 
responses from the interviews in relation to mentoring. As these questions were answered, 
several common themes arose. First, the demographics of four participants’ schools consisted of 
predominantly white students with a small percentage of Latinos and African-American students, 
while five participants worked in schools with equal enrollment of minority and white students. 
Four participants worked in schools populated with a higher percentage of African-American 
students, with a small percentage of white students. In general, over 50 percent of the principals 
and assistant principals interviewed were the only persons of color or of a different ethnic 
background other than African-American or white within their school districts. Overall, each 
participant shared experiences with mentoring either in a formal or informal setting.  
Chapter 4 will also address the theoretical framework, Community Cultural Wealth, with 
a focus on the capital/assets of the principals of color. The capital/assets of the principals of color 
are highlighted throughout the interviews. The interviews include examples of the components of 
the Community Cultural Wealth Framework, such as, social capital, navigational capital and 
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linguistic capital that surfaced in the findings of this study. These capital/assets are embedded in 
the stories of the principals of color and their mentoring experiences.  
In Chapter Five the participants discussed their leadership styles as it relates to their roles 
as leaders in the school setting. The participants considered their leadership styles to mirror a 
Servant Leader, as they believed their duties and responsibilities encompassed more than being 
school principals or assistant principals. Chapter Five will also highlight the final themes that 
arose in the interviews which addressed gender and race, and their relevance to the candidates’ 
selection of mentors, during their mentoring experiences. In conclusion, the results from the 
questionnaire will be analyzed and provided as support in the study, as the interview responses 
are shared by each participant.  
Principal Profiles 
 
To begin, this study will provide the profiles of each principal or assistant principal 
interviewed who currently works in schools and school districts across the state of Illinois. In 
respect to the participants interviewed, pseudonyms will be used to protect the privacy of the 
participants and their schools and school districts. The profiles of the 13 participants are shared 
to give background information about each participant interviewed in the study and the school 
and/or school district with which they are affiliated. This information will provide a sense of 
where participants work and how they obtained the role of school leaders. Included in these 
profiles are their previous experiences in education prior to becoming a principal or assistant 
principal, as well as their years of service as a school administrator. The profiles also will include 
the demographics of the 13 participants to give a more concise idea of the type of school settings 
these administrators work in as school leaders.  
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The principal profiles also will include the responses collected from the questionnaire, 
which includes participants who were interviewed for this study. Based on the questionnaire, 80 
percent of the results consisted of minority administrators, whereas 100 percent of participants 
interviewed are persons of color. In regard to gender, 58 percent of the questionnaire participants 
were women and 40 percent men. Two participants who took the questionnaire opted not to 
identify their gender. In the study, the percentage of men and women interviewed was equally 
divided at 50 percent each. Of the 13 candidates interviewed, four work in urban settings, one in 
a rural setting, five in a suburban setting and the remaining three in small towns. However, the 
questionnaire participants’ demographics include: 10 percent metropolitan, 2 percent small city, 
8 percent small town, 38 percent urban and 40 percent suburban. Based on the questionnaire and 
study, it appears many of the participants came from diverse demographic settings. 
Vince an African-American male, is an assistant director at FVC Center, which is part of 
a northwest suburb of Chicago. Vince works with six other school districts throughout the 
northwest suburban area. His role is that of an administrative agent. Vince has been in this 
district for 24 years. He has been in this position for 19 years. He works with a different set of 
board members with six different school districts, which consist of one superintendent for each 
of the school districts that he services. Since Vince is an administrator over six different school 
districts, the demographics for each school varies. However, to maintain consistency within the 
study, we will focus on Keeland School District, where Vince is housed, as the administrative 
agent. The student population at Keeland consist of 92% white, 3% African-American and the 
rest of the population is 5% others, which include Asian and mixed-race students. Prior to 
becoming an administrator, Vince was the guidance coordinator for his school district and 
collaborated with the special education director. When the district combined these positions, 
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Vince was promoted to the role of Administrative Agent. Vince is a second-career educator who 
previously worked in the business field. 
Jason an African-American male, has been an assistant principal for four years. He has 
been in education for 16 years. Prior to becoming an assistant principal, Jason served as a teacher 
in his school district. The student enrollment population for Jason’s school is 79% white and 6% 
African-American. The remainder of the population consists of Latino and Asian students, which 
is 15% of the student population. Jason’s school has a low-income rate of 3% which comprises 
most of the African-American families. Jason’s district consists of 83% white, 12% African-
American and 5% Latino students. Since Jason’s district has a high mobility rate, the numbers 
regarding enrollment fluctuate yearly.  
Melvin an African-American male, has been in education for 13 years and is currently the 
principal at West Middle School, in a northwest suburb of Chicago. Prior to working at West 
Middle School, Melvin taught in Chicago for one year. Melvin has been in his current district for 
12 years. Melvin has been a building principal at West Middle School for three years. The 
demographics of West Middle School mirrors the district population where Melvin works. 
Melvin describes his school as one of the most diverse schools. West Middle School enrollment 
numbers are 40% white, 30% African-American, 20% Latino and 10% of the remaining student 
population falls in the categories of Asian, biracial, and mixed race. 
 Jose is a Latino principal at Little Jones Elementary school located in a northwest suburb 
of Illinois. Jose’s school has 460 students. The demographics at Little Jones Elementary have 
changed over the last year due to the school inheriting the district’s Bilingual Program. The 
majority of Jose’s students are Latinos, which works for Jose and his students due to his Latino 
background. Jose’s school is 43% Latino, 20% African American, 23% white, 9% multi-racial, 
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and 5% other, which includes Asians and mixed-race students. However, the demographics in 
Jose’s district have not changed by much. The majority of the student population is white. Jose 
has been in the district for 11 years and a principal for four years. He was an assistant principal 
for half a year at Humes Middle School in his current district before becoming the principal at 
Little Jones Elementary. 
John is an African-American male, principal in a rural school district in the far southern 
region of Illinois where Miller Junior-Senior High School is located. The district is situated less 
than 10 minutes away from the Gateway Arch in St. Louis, on the Illinois side. The town is 
roughly 4,600 strong. The demographics are 85% African-American in the city itself, 10% white, 
and 5% other. However, the school demographics are such that over the last few years, the 
numbers went from 92% African-American to 98% African-American and 2% bi-racial. Due to 
the increase in population within the city in which the school resides, the school district is now a 
unit district, housing Kindergarten through 12th grades. In John’s building, he is the principal of 
Miller Junior-Senior High School, with grades six through 12. The total population of his school 
is roughly 333 students. His school has 150 sixth- through eighth-grade students and 183 ninth- 
through 12th-grade students. This is John’s 31st year in education, his 16th year as a principal 
and second year as the principal at Miller Junior-Senior High School. 
Angela, an African-American woman, has been the principal of Tyler Elementary School 
for 10 years. Tyler Elementary School is located in a small city in the northwest suburbs of 
Illinois. She has been in her current district since 2003, where she taught fifth grade before 
becoming the principal. Prior to teaching at Tyler Elementary, Angela taught in the Maywood 
School District, which is located on the West Side of Chicago. Angela has been in education for 
16 years. The demographics of Angela’s school consist of 60% white students, 35% African-
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American students and 5% Latino students. However, the district numbers look vastly different. 
The Latino population is almost outgrowing the district’s white population. Since Angela’s 
district has a large population of English Language Learners, one of its elementary schools is 
geared towards students who are from places such as Cambodia, Denmark, and various other 
countries from throughout the world.  
Adrienne, an African-American woman, is a principal at Fountain Middle School, which 
houses students in grades six, seven and eight. Fountain Middle School is located in the northern 
suburbs of Chicago. Adrienne has 837 students within her school. The student population 
consists of 24% Latino, 16% African-American and 4% who identify themselves as other. The 
rest of the population is white, accounting for 56%. Adrienne has been in her school district for 
12 years. This is her fourth year as an administrator in this northern school district in Illinois. 
Prior to becoming a principal, Adrienne was an elementary teacher in another school within her 
current district. 
Eva, an African-American woman, began her role as an educator in January of 1998. Eva 
has been in education for 20 years and started her career in the Gary schools in Indiana as a 
Kindergarten teacher. Eva worked for the Gary schools for three years prior to relocating to 
Illinois. While in Illinois, Eva taught three years at Homes School District, located in the south 
suburbs of Chicago. After passing the appropriate test to become an administrator, Eva relocated 
to Lake County, Illinois, where she was promoted to an assistant principal position in Robin 
Wood School District in the Lake County area of Illinois. She was an assistant principal for one 
year in Robin Wood School District. With limited notification, Eva was moved from the assistant 
principal position and required to take the principal positon. Eva explained that she was given an 
option to become a principal or lose her job within the district. Eva worked at Robin Wood for 
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approximately four years prior to relocating back to the south suburbs of Chicago. However, for 
the purpose of this study, we will focus on Eva’s experiences as an administrator in Robin Wood 
School District in Lake County, Illinois. 
Dr. Jonathan, an African-American male, is currently the principal at Lee Avenue School 
in a south suburb of Chicago. The demographics of Dr. Jonathan’s school is 97% African-
American and 3% Latino, with an enrollment of approximately 500 students. Dr. Johnathan’s 
school also has a high population of low-income students. Dr. Johnathan’s school district’s 
population mirrors the same demographics as his school. Dr. Johnathan is currently in his second 
year as principal of Lee Avenue School. Prior to becoming a principal, Dr. Johnathan was the 
dean of students and assistant principal at a high school district in the south suburbs of Chicago. 
He has been in administration for six years. Dr. Johnathan received his Doctorate in Educational 
Leadership. 
Geraldo, a Latino male, is an associate principal at Jackson Middle School in Creekland 
School District, which is located in central Illinois. Jackson Middle School is one of the largest 
middle schools in central Illinois. Prior to becoming an associate principal, Geraldo was a social 
studies teacher in his current district for nine years. He has been in education for 13 years and an 
associate principal for four years at Jackson Middle School. Geraldo worked as an interim 
associate principal for two of the four years. Geraldo’s enrollment population in his school 
consists of 40% White students, 40% African-American students, 10% Latinos and 10% Asians 
students. 
Irene, an Asian woman, is an associate principal at Crestlane High School, one of two 
urban high schools in Creekland School District, located in central Illinois. Irene has been in 
education since 1996. She started her teaching career in a school district in the Chicagoland area. 
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While working in Chicago, she was a department chair and dean. Irene worked with the 
Bilingual Education program in Chicago, prior to coming to Creekland School District. While in 
this position, Irene was promoted to dean of students, and she typically assisted with discipline. 
She also worked in student services as the Title One coordinator, while still the dean. Irene 
shared how she enjoyed the dual role of disciplining students and working with the English 
Language Learners. Irene felt it was more of a restorative justice position, helping to advocate 
for students marginalized in the education system. All of these experiences led Irene to her 
current role as associate principal at Crestlane High School. Irene’s school has 1,325 students 
with a population of 50% white students and 50% African-American students. 
Morgan, an African-American woman, is an assistant principal at Addison Elementary in 
Creekland School District, located in central Illinois. She has been in the district for 12 years. 
Prior to Morgan becoming an assistant principal, she was an English language arts teacher at a 
middle school in her district. Morgan has served as an AVID site coordinator in her district as 
well. AVID, which is an acronym for Advance Via Individual Determination, is a program 
which supports students by providing them with skills to prepare them for college and career 
readiness (MyAVID.org).  Morgan’s school’s enrollment is approximately 700 students, with 
40% African-American, 40% White and 20% which includes students who are biracial or from 
Guatemala or the Dominican Republic. With 20% of her student enrollment coming from diverse 
backgrounds, Morgan’s school has the largest population of English Language Learners, which 
includes 140 students out of 700 students. Morgan has been an assistant principal for five years. 
Dr. Michelle, an African-American woman, is an assistant principal at Jefferson 
Elementary School, in Creekland School District, located in central Illinois. This is Dr. 
Michelle’s 11th year in the school district and fourth year as an assistant principal. Prior to 
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becoming an assistant principal, Dr. Michelle was a seventh-grade social studies teacher and 
AVID coordinator for seven years. Dr. Michelle’s student population is 66% African-American, 
20% white, 15 percent mixed, bi-racial and 5% Asians. Dr. Michelle, recently earned her 
Doctorate from the University of Illinois, in Urbana-Champaign, in Education. 
The next section of this chapter will elaborate on the mentoring experiences of the 13 
participants and the role mentoring played in their administrative careers. The participants will 
share their experiences around mentoring, whether it was formal or informal, and the 
relationships built with their formal and/or informal mentors.  
The Mentoring Relationship 
 
One of the main focuses of this chapter is to share the experiences of the 13 participants 
in the study with mentoring. The mentoring they experienced could have occurred through a 
formal program or informally — from a peer, colleague or confidante. Based on the data 
gathered through the questionnaire and interviews, nine participants in the study received 
informal training as new administrators and more than 50% of the participants from the 
questionnaire received some formal mentoring as new administrators. Therefore, these 
participants elaborated on their relationships with their informal mentors who assisted them in 
their leadership roles or became their mentors due to their supervisory roles over these new 
school leaders. However, four of the 13 participants in the study did have a formal mentor and 
participated in a formal or structured mentoring program, whereas, 49% of the participants from 
the questionnaire received formal mentoring. These individuals shared the process of the 
selection of their mentors, the requirements of their mentoring program and the relationships 
established with the mentors in their programs. The interviews consisted of each participant 
openly sharing their experiences about mentoring and how their individual mentors played a vital 
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role in the careers as they progressed as school leaders. Some of the participants shared more 
information regarding their relationships with their mentors than others. However, each person 
provided their own perspective of their mentoring experiences and how those experiences 
affected their leadership as school leaders.  
Based on the results from the questionnaire, 49% of the participants have experience with 
formal mentoring and 51% have not had any formal mentoring as a new administrator. The 
results of the questionnaire support the interviews conducted with the 13 participants and their 
experiences with mentoring. The results from the questionnaire and the study show that 
principals and new principals experienced formal mentoring less than informal mentoring. Sixty-
five percent experienced some form of informal mentoring compared to thirty percent of the 
participants who received formal mentoring. Meanwhile, four of the 13 interviewees shared their 
experiences with having a formal mentor while participating in a program that had specific 
requirements for the mentors and/or mentees. However, eight of the 13 participants in the study 
experienced some form of informal mentoring, whether it was with a colleague, their supervisor 
or someone to whom they gravitated due to similar backgrounds. 
This section will elaborate on the mentoring experiences of each interviewed participant. 
These experiences included participants who were a part of a formal mentoring program, where 
requirements and guidelines were embedded in that designated mentoring program. Other topics 
discussed included personal relationships that developed through mentoring, the frustration of 
not having direction as new principals and assistant principals, and the valuable role mentorship 
played for both mentors and mentees. While participants shared their formal and informal 
experiences with mentoring, some participants were more open with their thoughts and opinions, 
whereas others may have been limited with their dialogue around their mentoring experiences. 
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We will begin with those participants who participated in some form of formal mentoring 
program, followed by those participants who participated in informal mentoring as new 
principals and/or assistant principals.  
Jason. In Jason’s school district, there is no formal mentoring for principals. However, 
new assistant principals participate in a more structured district mentoring program, which he 
equates with a formal mentoring process. Since Jason was a new assistant principal and the 
district had a high rate of turnovers with assistant principals, the school district had to implement 
some form of mentoring for these new administrators. Therefore, Jason had the opportunity to 
participate in this process. 
 As part of his district formal mentoring program, Jason had requirements to fulfill such 
as meeting monthly with his mentor and participating in designated activities together as directed 
by the district. Jason had to collect data, learn how to budget a school account, review his 
discipline practices and research best practices in teaching. Every time Jason met in the program, 
there was a focus. One aspect of Jason’s mentoring program included the mentees and mentors 
meeting once a month as a large group. Therefore, Jason had two meetings, one with his mentor 
and one as a large group with other new administrators going through the district program. The 
latter would be either in a formal and/or informal setting. “Sometimes the meetings as a large 
group would be at a banquet hall or sometimes everyone would just go to someone else's school 
and have lunch,” Jason explained.  
Prior to Jason planning to go into administration, he received mentoring by three different 
people, one African-American woman and two white men. All of them took him under their 
tutelage for mentoring. One of his closest friends, the African-American woman who works at 
Oak Lane School District, taught him the ins and outs of administration, which included: the 
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long hours, how to work with parents and deal with students. One of the two white gentlemen 
persuaded Jason to pursue a degree in administration. His name was Jon Gillings, and he worked 
at WL High School as the executive director and immediately saw what Jason likes to call a 
“calling on his life.”  
“My mentor said, ‘You will be a teacher for a certain amount of time but you are too 
strong to be a teacher for the rest of your career and you are going to wind up being in some type 
of administrative role,’” Jason said. 
In regard to Jason’s informal mentoring experiences, he reached out to several people. 
Due to the lack of male representation in the education field, most of his mentors were women. 
However, in Jason’s previous district, which is near Bolingbrook, a far west suburb of Illinois, he 
reached out to an African-American gentleman, but that did not go as well as he thought it 
should have gone. Jason felt that some of his mentoring with the African-American men did not 
go as well, due to possible intimidation. Although his African-American male mentor was 
already a leader within Jason’s district, he didn’t know if his male counterpart wanted him to 
succeed or fail. Jason believed that his male mentor may have already had in his mind who he 
preferred in certain leadership roles within the district or school setting. Therefore, his informal 
mentor did not provide Jason with the support needed for Jason to move forward as a leader 
within his district. Although Jason provided many years of service to this particular school 
district, he could not say how he felt about his informal African-American male mentor.  
Regarding Jason’s experience with the African-American informal mentor, he watched 
what you should not do and paid more attention to what you should do as a leader. Jason 
believed the worst thing in the world for any leader to do is repeat the same mistakes that you 
have watched others repeat. Even with his informal African-American leader, he paid attention 
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to what not to do as he observed this leader. Jason recalls in his informal observations of his 
male mentor, how he should not cross lines with staff. He also observed how to maintain 
professionalism at all times, how to exude a personality toward staff, students and parents and 
how to include all stakeholders to buy into the vision that has been created by the principal. 
Therefore, Jason invested his time with the African-American male informal mentor as a means 
to observe and learn what not to do versus what to do as an administrator. 
Jason also remembers how his mentoring took place, as an assistant principal, with his 
formal mentors. Most of the mentoring occurred at their places of work, at each other’s schools, 
or in their designated offices. Jason’s mentors allowed him to observe different settings within 
the school and gave him the opportunity to sit in on various meetings throughout the school day. 
During these meetings, Jason was asked various questions about how he would handle certain 
situations that he had observed, for example, some issues or concerns that may have come to the 
forefront during the observations. This allowed Jason to look at these situations through a 
different lens. “A lot of it was just right then and there in the office, in the place of employment, 
in the various meetings or monthly board meetings,” Jason said, adding that he considered his 
formal mentoring experiences to be on a professional level. Jason did not share anything 
personally with his formal mentors. Jason preferred to keep his personal and professional life 
separate.   
However, Jason did have one informal mentor that he chose to discuss during the 
interview. This individual is an African-American male pastor from his church. Jason and his 
pastor have a very close relationship. Therefore, Jason felt comfortable with choosing his pastor 
to be an informal mentor. During his time as a new administrator, Jason relied on his pastor for a 
variety of things, some being personal, as well as things he struggled with professionally. Jason 
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reached out to this informal mentor because he needed guidance on how to deal with situations 
that occurred during his school day; especially since he was dealing with children on a daily 
basis. 
Jason recalls how he appreciated the informal mentoring he received from his pastor. The 
guidance his pastor gave him made Jason more accountable for his actions and the decisions that 
he made as an assistant principal, as well as in his own life. In general, Jason believes 
accountability should not only be at work but also with his family. “I believe in order to be a 
leader in a business or any type of school you have to be a leader at home with your family,” he 
shared. Jason believes that a mentor who tells a mentee what he or she wants to hear rather than 
what he or she needs to hear is not providing a good support system. Jason believes the support 
is needed most when it is for something that the mentee needs to step up and do confidently, 
such as when making difficult decisions around discipline or staff evaluations. If a difficult 
decision needs to be made and it may cause strife amongst the staff or be detrimental to the 
school environment, then the mentor should step in and assess the decision being made by the 
mentee. If is not a good decision then the mentor must inform the mentee, explaining the 
reasoning. Jason believes this type of guidance and assistance has helped him tremendously as a 
leader in his school. Jason believes any mentoring that he could have received prior to becoming 
an assistant principal would have helped him avoid some of the pitfalls of his job. Jason shared 
this reflection: 
“If I would have had people to mentor me as I became an assistant principal or in any 
other leadership roles, it would have helped me to avoid some of the pitfalls that I had to 
learn on my own — especially as it relates to building relationships with staff, parent 
involvement, dealing with difficult staff members and in this climate, how to deal with 
some pretty tough racial issues. If I would have had someone to coach me through these 
areas, I think that I would be further along, then I am now as an administrator.” 
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John. John’s school district provided a formal mentoring program for administrators new 
to his district. Although John had well over 30 years of experience in education and 16 years as 
an administrator, he was still required to participate in a structured mentoring program. John’s 
formal mentor, an African-American woman, previously worked as a principal and director of 
special education and was now a consultant. While his mentor was a principal of an East St. 
Louis High School, the State came in and took over her school during her first year. Although his 
mentor was doing an adequate job as an administrator, it was deemed the State was looking to 
remove all administrators at that high school. 
Regarding John’s formal mentoring, he calls it “Decision-Making 101.” John recalls his 
mentoring experience to be very reflective as a principal. As part of John’s mentoring, he was 
required to journal and reflect on those tasks that did not get done in the course of his day along 
with tasks he wanted to get done. John felt his mentor was teaching him the “how to’s” as she 
observed him doing walk-throughs in his school, managing his time throughout his day and 
looking at his delegation skills. John reflects on how important it is to delegate as an 
administrator. “When you do not delegate, it kills and stifles what you are trying to do,” he said. 
John still struggles with this part of his job although he has been an administrator for quite some 
time.  
John met with his mentor or consultant for two hours a week. They would meet during 
the district’s leadership team meetings every Tuesday. His mentor would return on Thursdays, if 
necessary. Depending on what was going on during the course of the day, the meetings would 
occur from 10:00 am to 11:00 am. or from 2:00 pm to 3:00 pm. During these times, John and his 
mentor would walk the school together, trying to maintain consistency with this process. John 
shared that his mentoring process required him and his mentor to discuss the topics where there 
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were concerns or gaps in John’s leadership. Along with delegation and time management, John 
needed help with follow through, which include making sure various tasks were completed. In 
spite of the identified areas of improvement for John, he believes his mentor/consultant 
supported him during this process. “She has been hugely helpful with structuring me and making 
sure I am reflective with my practices,” he said. To hold John accountable for his follow-
through, every week John received homework from his mentor, addressing his daily routines as 
an administrator. 
Other examples of guidance provided by John’s mentor/consultant in the mentoring 
program included helping John focus on duties and situations designated to the role of a 
principal, reviewing his daily responsibilities as an administrator, guiding him with evaluating 
the instructional practices occurring within the classrooms, and informing him of how the 
operations and business aspect of a budget is implemented at the school level. With all of the 
support John was receiving in these areas, he described his mentoring experiences as structured 
and well-organized. 
One task that John recalls, that his mentor required of him which he considered to be 
difficult to complete was for him to be more aggressive with disciplining his school staff. John’s 
mentor encouraged him to “write-up” or provide written documentation to his staff, for non-
compliance with completing their day-to-day teaching responsibilities in the school. John’s 
mentor said to him: “John, when people are not doing what needs to be done in autonomy 
fashion, you have to make sure that you progressively write them up.” John hated the whole 
notion of “writing-up” his staff because he believed he could talk to his staff and influence them 
to do what needed to get done in the school. However, one day after a mentoring session with his 
mentor, John was directed to “write up” three of his staff. This task took John out of his comfort 
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zone. However, John knew if he did not take action, the situation would be detrimental to the 
students. “If I do not take action, will this be in the best interest of children?” he asked himself. 
Therefore, John followed his mantra, his theme, “That every piece of my job that I am doing 
goes back to, is this going to benefit the children in the long run? If this is true, then it perfectly 
makes sense to proceed with the ‘write-ups.” In the end, John appreciated the guidance from his 
mentor/consultant and the support she gave to him during this difficult process. 
Dr. Johnathan. Prior to Dr. Johnathan becoming the principal at Lee Avenue School, he 
was an assistant principal at two high schools in the south suburban area. Dr. Johnathan did not 
receive any formal mentoring in his previous administrative positions. However, when he 
became a first-year principal at Lee Avenue School, he was placed in a Greenland’s University 
Mentoring Program located in the south suburbs of Chicago. When Dr. Johnathan attended the 
Greenland Mentoring Program, he was assigned a mentor who was previously a high school 
administrator. Dr. Johnathan did not feel he would get the best out of his mentoring experience 
and therefore requested a principal with Kindergarten through eighth-grade experience. This 
change proved to work for Dr. Johnathan because his mentor from Greenland’s Mentoring 
Program prepared him for what to expect in his role as a new principal. Through this program, 
Dr. Johnathan was supported throughout the school year with challenges he faced with staff, 
students and parents. For example, Dr. Johnathan learned from his Greenland Mentoring 
Program how to recognize the strengths of his staff as well as how to grow more aware of the 
positive initiatives taking place in his school. His mentoring also allowed him to incorporate 
ideas that led to improvements in his school and with his staff through a collaborative decision-
making process. Overall, Dr. Johnathan believed his formal mentoring experiences provided him 
with the necessary tools and support he needed as a first-year principal. 
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In the university mentoring program, Dr. Johnathan was assigned a formal mentor, 
Daniel Seals, who was a retired principal. As designated in the program, Dr. Johnathan and his 
mentor met twice a month. Dr. Johnathan’s mentor would come to his school and ask questions 
pertaining to how things were going on the job and what type of support Dr. Johnathan needed as 
a first-year principal. Through the Greenland State University Mentoring Program, all of the 
principals receiving mentoring met once a month. The program included requirements that 
needed to be fulfilled during visits and meetings with Dr. Johnathan as well as for Mr. Seals. 
However, the paperwork was short, like a form. Dr. Johnathan’s formal mentor would have to 
ask several questions. He would ask questions such as, “What is going well for Dr. Johnathan?” 
“What challenges did Dr. Johnathan face on a day-to day basis?” “How does Dr. Johnathan 
address any challenges?” “What support could be given to Dr. Johnathan to assist him with the 
challenges that he is facing?” All of these questions were ongoing for Dr. Johnathan, as his 
formal mentor had to ensure that he was meeting the requirements of the program by providing 
the necessary supports needed for his new administrator.  
During Dr. Johnathan’s first year as principal in his formal mentoring program, he was 
required to attend regularly scheduled meetings and professional development, which included 
networking with other new administrators. These meetings were very user-friendly. They did not 
last long, approximately 45 minutes to an hour, sometimes less. Dr. Johnathan felt the program 
was non-judgmental and non-evaluative. One of the main reasons for the meetings was to see 
how his formal mentor could provide support to him as a new principal. Dr. Johnathan felt very 
comfortable sharing his thoughts and feelings with his mentor, while gleaning valuable insight 
from his mentor’s experiences. Not only did Dr. Johnathan have a great deal of respect for his 
mentor’s successes as a longstanding principal, but also for the years his mentor served as a 
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superintendent. Dr. Johnathan believed his formal mentor from the Greenland University 
Mentoring Program invested a lot of time assisting Dr. Johnathan during his first year as a 
principal. While participating in the Greenland program, Dr. Johnathan and his mentor 
developed a good rapport with each other. Dr. Johnathan believed his mentor was genuine in 
making sure that he succeeded as a school leader. Other aspects Dr. Johnathan appreciated about 
his mentor were the experiences he gained working in a low socioeconomic community and the 
empathy he expressed to Dr. Johnathan regarding some of the challenges he faced in his school. 
Through the Greenland Mentoring Program, Dr. Johnathan’s formal mentor supported him with 
empowering his teachers and trusting their professionalism, and with keeping processes and 
procedures in place, running smoothly. Through this guidance, Dr. Johnathan was able to focus 
on areas of need and spend his time and energy on correcting and improving the urgent issues 
within his building.  
Regarding his informal experiences, Dr. Johnathan had an informal mentor that he spoke 
of during the interview. Dr. Johnathan acknowledges this individual as someone who provided 
guidance to him as an administrator prior to becoming a principal. She was Dr. Pilena Williams, 
an African-American woman, who was the interim principal at Rover South High School in a 
south suburb of Chicago. Dr. Williams became Dr. Johnathan’s informal mentor by default. Dr. 
Williams was Dr. Johnathan’s principal when he became dean in 2002. Dr. Williams was the 
interim principal of Dr. Johnathan’s school from 2002 through 2007, prior to her retiring in 2007. 
When Dr. Johnathan’s time at Rover South ended, he was reassigned to River Central High 
School located in the same school district, and there he became the assistant principal. Similar to 
Rover South High School, Dr. Williams became the interim principal of River Central High 
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School. Once again, Dr. Johnathan found himself under Dr. Williams’ direction, as she was his 
immediate supervisor.  
When Dr. Johnathan was an assistant principal at River Central HS, the relationships with 
administrators were very turbulent in his district. There were many issues occurring with the 
Board of Education, along with a large amount of turnovers and fears that several administrators 
would not be asked back to their positions. It was common to hear these discussions from the 
Board of Education every year, with statements about how they were going to clean house and 
hire all new administrators. Through these conversations, more fears arose when Dr. Johnathan 
heard that administrators would have to re-apply for their jobs. Hearing about the direction the in 
which the district was moving was stressful for Dr. Johnathan. Dr. Johnathan shared how he is 
the breadwinner of a single-family home, with a wife and two kids, and he needed to maintain 
employment to take care of them. To help alleviate some of the stress that Dr. Johnathan was 
feeling, he would sit down and speak with Dr. Williams. He recalled asking her “Hey, Dr. 
Williams, what is this board going to do? Should I look for a new job?” Dr. Johnathan reached 
out to Dr. Williams for guidance. He shared how this situation was bothering him and he 
recognized the work he was doing at the high school. However, the idea that politics could play 
such a huge part in people’s livelihoods caused Dr. Johnathan to become more concerned. Dr. 
Williams provided him with advice, and Dr. Johnathan shared how Dr. Williams’ advice was 
beneficial, particularly because she did not beat around the bush. She told him straight up what 
the situation was about. Dr. Johnathan remembers this advice:  
“Johnathan, you have done a great job. I understand. But sometimes these forces are 
outside of our control. Basically, from what I understand, the way the board is going right 
now, I think you really should keep your options open, and see what else is out there for 
you.” 
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In Dr. Johnathan’s eyes, this was her way of telling him this is what is coming down the 
pipe. At that point, Dr. Johnathan felt very comfortable knowing that his informal mentor, Dr. 
Williams, had his best interest at heart. 
Adrienne. Adrienne went through a formal mentoring program through the State of 
Illinois called KIDS. Her district set it up where she had a mentor who had previously been an 
administrator and was retired. The mentoring program was a year in duration and all 
administrators had to go through the process. At the time, Adrienne had an informal mentor, her 
former principal, Mary Lynne, a white woman, when she was a teacher. Mary Lynne was her 
informal mentor who retired the year after Adrienne graduated. Adrienne was fortunate to have 
the opportunity to complete her Administrative Type 75 internship under her informal mentor, 
Mary Lynne, while a teacher in her school. Even after Adrienne’s internship, and when she 
became a new principal, Adrienne continued to reach out to Mary Lynne for guidance and 
advice.  
Regarding her experiences with formal mentoring, Adrienne describes the KIDS 
mentoring program as one that randomly matches retired principals with new principals. The 
program was designed based on how many principals retired throughout the state of Illinois. Per 
the program, the retired teachers may have one mentee or two, depending on the availability of 
administrators. Adrienne was lucky to have a mentor that had only one protégée. However, the 
KIDS program was designed to randomly match retired principals with new principals 
throughout the state. Since Adrienne’s informal mentor, Mary Lynne, was now working for the 
KIDS Mentoring Program, Adrienne knew Mary Lynne would find the right mentor for her as a 
new principal. Mary Lynne succeeded in matching Adrienne with Maggie Seward, a white 
woman and someone Adrienne thought would be a good match for her. 
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Adrienne described her mentoring relationship with Maggie Seward. Adrienne saw 
Maggie at work early in the mornings, while working bus duty and in the lunch room, and 
Maggie knew every child’s name. Adrienne observed Maggie at Parent Teacher Organization 
meetings and during her team leadership meetings. At times, Maggie would be referred to as 
“Mama” because she exuded love on everyone she met. Adrienne, appreciated Maggie because 
her leadership style mirrored how Adrienne led her school. Even some of the students and staff 
called Adrienne “Mama.” It was impressive to Adrienne that Maggie never complained, and she 
always had a smile on her face. In spite of how tired she may have felt, Maggie just did it. 
Adrienne knew that even when her mentor Maggie was busy, she would take the time to say, 
“How are you doing?” Or Maggie would stop what she was doing just to ask Adrienne how her 
day was going, even when Maggie was having a bad day. Adrienne reflected on how the teachers 
and students in Maggie’s school were happy because of their principal, Maggie Seward. Even 
when Maggie had to make tough decisions, or tell someone no, or get on her teachers about 
slacking off, everyone respected it. Adrienne knew, if Maggie was telling you something is 
wrong and people are not pulling their weight, there had to be some truth to it. After observing 
Maggie, Adrienne had the utmost respect for her. As Maggie continued to mentor Adrienne, a 
trusting relationship was formed between the two of them. 
 As part of the mentoring process, Adrienne remembers shadowing Maggie while she 
participated in her principal duties. Maggie taught Adrienne how to manage a school budget and 
what to expect at school board meetings. When Adrienne entered into her first year as a school 
administrator she was very prepared, because she had been a teacher within her district and was 
fully aware of the systems in place. However, working side by side with Maggie provided a great 
deal of support for Adrienne in her role as a new principal. Adrienne recalls having to do things 
77 
 
on her own, such as running building leadership team meetings and analyzing data, and she was 
able to do it all during her first year with the continuous support she received from her mentor. 
Due to her mentoring experiences with Maggie and Mary Lynne, Adrienne was well-prepared 
and knowledgeable about doing what it took to run her school.  
Adrienne also had other mentors providing guidance to her as a new principal, one being 
a white man who works in her district and who provided her with informal mentoring. Adrienne 
appreciated her white male mentor because he provided her with a different perspective, working 
with predominantly white male administrators in her school district. Adrienne valued her 
relationship with her male mentor because she was able to share her own ideas and thoughts with 
him while having the opportunity to see things through his lens. This experience allowed 
Adrienne to be more conscientious of how white men may perceive her in a leadership role. 
Adrienne was able to view situations differently through his lens and hers. They were also able 
to share what they observed as they conducted walk-throughs and debriefed on how they would 
handle various situations in the school. In general, Adrienne and her informal white male mentor 
often worked to find a common ground between the two of them and she appreciated the ability 
to talk through various scenarios and concerns with him. Adrienne shares: 
“He was very open and honest. I never felt intimidated. I never felt like my voice was not 
heard by him. We were really able to connect, and I felt strong about who I was walking 
in the door as an administrator with his support.” 
 
Adrienne felt her informal mentor was genuinely interested in her successes as an 
administrator and wanted to support her purpose for leading a school. Adrienne’s mentor shared 
that he was not her mentor to correct her thoughts or tell her what she was doing wrong but to 
help her mature and grow from her mistakes. He affirmed her and what she brought to the table, 
even though she was a new administrator with limited experiences in leadership. Having the 
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support of her informal, white male mentor gave Adrienne a new perspective of looking at 
various situations through a different lens. Through this lens, Adrienne could process her issues 
and concerns within her school without her mentor handing her the answers, but instead, 
allowing her to find the answers — with ample support. 
Another informal mentor Adrienne reaches out to for support is a white woman named 
Dr. Jessica House. Dr. House and Adrienne have created a wonderful working relationship. Dr. 
House has been in the district for 30 years. Dr. House started as a teacher, worked her way up to 
assistant principal, and later was promoted to the education center, similar to a district office. Dr. 
House is currently the director of curriculum and instruction, an area that Adrienne is working on 
in the future as she pursues her doctoral work.  
Adrienne credits Dr. House with incorporating social justice work in their district by way 
of a Social Justice Committee. Through this work, Adrienne and Dr. House connected with one 
another. Adrienne has adopted Dr. House as her informal mentor and Dr. House continues to 
mentor Adrienne even as she has progressed as a principal throughout the years. Dr. House 
makes sure that Adrienne is invited to every conference she attends. Any book that Dr. House 
buys, she buys two of them, one for Adrienne and one for herself. Dr. House pushes Adrienne to 
grow beyond her role as a building principal. Dr. House knows that Adrienne wants to pursue the 
director of curriculum and instruction position in the future, and she has been grooming 
Adrienne to gain more knowledge regarding the position.  
Adrienne recalls her relationship with her informal mentor, Dr. House. Adrienne worked 
with Dr. House in the district for many years but did not have a close relationship with her. Their 
relationship was strictly professional. However, when Adrienne heard about Dr. House’s interest 
in social justice, this allowed Adrienne to connect more closely with Dr. House. Dr. House and 
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Adrienne were able to attend different trainings together as they collaborated on the Social 
Justice Committee. Through these trainings, the women were able to be vulnerable and open up 
about various experiences within their lives. Things that were shared linked them together and 
their relationship grew from professional to personal. Adrienne recalls:  
“We just kept growing our relationship from the social justice committee. Everything that 
goes on in my life that's personal, Dr. House knows everything. She is a person that I not 
only am able to bounce ideas off of, or need guidance, or who can give me that expertise, 
but she is also the person who just listens to me vent about whatever.” 
 
Vince. Vince’s school district did not have a formal mentoring program for new 
administrators. Therefore, Vince received mentoring on an informal level as he navigated 
through his role as an administrative agent. As the administrative agent, Vince oversees the 
vocational program for various school districts. Vince works for six school districts and is 
responsible for the staff who facilitate the learning in this program. The program is housed at 
Vince’s home school, which is located in Keeland School District. Students from the six school 
districts are bused to his school every day for three hours. This is where Vince wears his 
administrative hat. Through this program, Vince is in charge of discipline, parent 
communication, staff evaluation, curriculum and assessment, bus duty, scheduling and other 
responsibilities of a school administrator.  
Since Vince did not have a formal mentor, he relied on one of his supervisors to guide 
him through this process. Vince’s informal mentor/director was vested in him as a person, not 
just as an administrator. It was Vince’s mentor who suggested Vince return to school and pursue 
an administrative certificate. Vince’s informal mentor knew he would need this certificate for the 
newly developed position of administrative agent. “You are doing the job anyway, so now you 
need to go back and complete the process,” Vince’s mentor shared with him. Vince knew he was 
right and appreciated the encouragement his mentor gave him in pursuing an administrative 
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career. During the time when Vince was returning to school, Vince had young children, which 
did not make this task easy. However, he was fortunate to have a wife who was encouraging and 
supportive of him in his decision to pursue another certificate. Although his wife was an educator 
as well and possessed an administrative endorsement, she chose not to advance her career as an 
administrator. 
 Prior to entering the education field, Vince had a supervisor who worked in business 
with Vince for 13 years. Vince was the training coordinator within this business and worked 
under this supervisor, who later encouraged him to enter into the education field. Vince 
mentioned how he was encouraged by his supervisor to become a teacher just from watching this 
gentlemen’s children at their place of work. His colleague trusted Vince to watch his children 
and Vince was able to develop a good rapport with the children as he supervised them during the 
day. Vince recalls what his informal mentor shared with him while he worked for the company. 
Vince was concerned that he would not have the patience to do such a job. However, Vince 
remembers when he was younger and he participated in programs that selected potential careers 
for prospective college students. Much to his surprise, every time he took the assessment, a 
career in education was always the recommendation for him.  
Prior to the administrative agent position, there was not an assistant director for the 
vocational program. There was a special needs coordinator and a person in charge of guidance, 
but there was no formal administrator for both roles. With this being the case, Vince saw the 
need for a new position and believed that he would be the perfect person for it. “As far as my 
informal mentoring, I was fortunate to have a situation where I had a very good director that I 
worked with and we were able to meet and talk with each other on a regular basis,” Vince 
recalled. Vince had a good relationship with his director; they met and talked every day at 3 
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o'clock, once the building was clear. Vince appreciated having the opportunity to sit down and 
meet with his director. Their conversations centered on how the day went, what happened with 
students, staff and parents, along with making sure Vince’s director was aware of any other 
issues or concerns that took place on that day.  
Regarding Vince’s experiences with informal mentoring, there were no set requirements 
established in his district. However, the district did provide professional development, as far as 
he knew, for the administrators. Vince considers this process a form of paper trail for the district. 
Vince recalls that not only was professional development provided for administrators but the 
administrators also were required to participate in goal-setting practices. Vince also shared that 
the evaluation process for administrators was a part of the process with assisting new 
administrators. 
Another individual Vince reached out to informally include someone he spoke to 
regularly at Ballard High School, which is one of the high schools within his six school districts. 
Vince and this young man would talk often, even though they were not in the same school. This 
young man was a counselor and Vince was the special education director. Vince mentioned how 
the two of them would regularly bounce things off each other such as what was going on in each 
other’s districts, especially since they shared students. Vince remembers this relationship being 
very important to him as he pursued his administrative career.  
Vince remembers this type of informal mentoring as being helpful because it allowed 
administrators with similar duties and responsibilities to meet and talk to each other whenever 
possible. Vince also believes that new administrators need to be given the opportunity to figure 
things out on their own and use their own knowledge of how to navigate their administrative 
position. He feels that new administrators should be allowed to make mistakes, especially if the 
82 
 
mistakes will help them grow and better understand the dynamics of their position. Vince shared 
his thoughts:  
“You have to allow administrators to be the best that they can be. Sometimes you have to 
allow them to make mistakes. There are many initiatives that are required in the 
education field, currently. A lot of times, I am not sure that our new administrators have 
control over these initiatives, such as test scores in education; nevertheless, new 
administrators are being held accountable for these scores.” 
 
Melvin. In Melvin’s district, he was not provided with any formal mentoring. Melvin did 
not have a mentor as a principal but was provided one as an assistant principal. In his district, a 
mentoring program was established to support new principals and assistant principals. Therefore, 
the district had funds to provide mentors to all new administrators. Anyone who was a new 
administrator in Melvin’s district received a mentor. Therefore, Melvin received mentoring his 
first year, as an assistant principal. This district mentoring program was facilitated by Mike 
Gillian, former principal of West Middle School, where Melvin is the assistant principal. This 
former administrator oversees this district mentoring program and took it upon himself to 
develop the guidelines for the program. The district allocated funds for this former principal to 
provide opportunities for new administrators to receive support through a formal mentoring 
program. Mr. Gillian recruited retired principals and retired administrators to collaborate with 
him in providing supports for new administrators in Melvin’s school district. Melvin reflected on 
his mentor: 
“It was a random selection. It was not necessarily let us match you with someone who 
has experience that would lend itself to what I am dealing with. I don't want to dismiss 
what she brought because she had a plethora of years of experience but she was not the 
right fit for me.”   
 
Melvin describes his mentoring experiences with a white woman who was a principal of 
a very rural school. She was selected to be a part of the district mentoring program by Mike 
Gillian. Melvin describes her as an administrator who came from a rural school district with a 
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population of predominantly white students and staff. There was very little diversity in the 
community and the school district. Most of Melvin’s mentor’s time was spent in that rural school 
district. With her experiences, it was challenging for Melvin and his mentor, who stepped into a 
large school setting, to assist and support a new administrator who works with students with 
urban needs. Melvin believed having someone as a mentor who did not have similar experiences 
made it more challenging for him. Melvin acknowledges, his mentor had experience with 
running a middle school, just not necessarily experience with running an urban middle school, 
which looks different from rural Ruckers. Although Melvin appreciated the mentoring initiative 
in his district, the challenge was not having someone who had similar experiences to what he 
was dealing with to provide the necessary support he needed as a new administrator. 
Nevertheless, Melvin believes his mentor was supportive and tried to assist him regardless of the 
situation. 
Melvin describes his mentoring process as he participated in the district mentoring 
program. Melvin met with his formal mentor, a white woman, every other week, for an hour. She 
would stay longer if she needed to and there was no timeline. However, due to Melvin’s hectic 
schedule as an administrator, there was only so much time he could give regarding a 
concentrated timeframe to meet with his mentor. Oftentimes, Melvin and his mentor would meet 
after school for additional coaching and support.  
Although Melvin did not have any specific requirements for the district mentoring 
program, his mentor selected through the program was required to meet with him for a certain 
amount of time. “There were no clear directions, no specific topics that we needed to discuss, 
and there were things we were supposed to go over during certain periods throughout the school 
year,” he recalled. Melvin considered his meetings more of a talking session and he shared how 
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his mentor would visit and ask informal questions about his day, such as “What is going on in 
the school?” “What do you want to talk about today?” “What has been happening lately?” “Tell 
me about what we talked about before.” Melvin’s relationship with his mentor was relaxed, with 
several informal conversations. There was very little structure or organization in his district’s 
mentoring program. Melvin summed up his experience this way: 
“There was a limited amount of time for us to get together with our mentors, as new 
administrators, in the district and receive training. There was no formal process involved 
similar to that of a structured, organized, mentoring system. It was literally just an 
opportunity to have a sounding board of someone who has more experienced in what you 
are doing. That is what my mentoring was.”  
 
Angela. In Angela’s school district, there was no formal mentoring program for 
principals and assistant principals. However, Angela connected with several individuals who 
provided her with some form of informal mentoring as a first-year principal. Angela recalls her 
first, informal mentor. It was her principal, Tia Dawson, an African-American woman, who hired 
her as the assistant principal. Tia was Angela’s principal from August to January of Angela’s 
first year as an assistant principal. During Angela’s first year as an assistant principal, Tia left in 
the middle of the school year on a maternity leave. Angela recalls that, while Tia was on her 
maternity leave, Tia still reached out and assisted Angela in her new role as the assistant 
principal. Angela acknowledges, even now, how Tia informally mentors her with the day-to-day 
operations of running a school. Angela believes Tia is the first and foremost person she reaches 
out to for guidance in her role as a principal.  
Angela remembers one of the situations that prompted her to reach out to Tia for advice. 
The situation was centered on concerns Angela’s staff had about her leadership style with 
disciplining students. “Tia asked me, ‘What are you going to do when a student gets kicked out 
of class?” Angela said. Then Tia had Angela talk through what she would do. Tia shared that 
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some of the staff may not be open to the consequences given by Angela. Tia reminded Angela 
how teachers do not witness all the conversations that are taking place in Angela’s office and the 
time Angela is spending with a particular student. Angela recalled that Tia went on to say, “Just 
like when students do not see when another student is given a consequence for an incident — 
they do not see the time that you are putting in and the phone calls that you are making to the 
other student’s home.” In the end, Tia shared with Angela to focus on building a rapport with her 
students. Angela shared how she loved the advice and guidance Tia extended to her. “This is 
why I wanted to become an administrator, knowing that Tia had my back,” Angela said, recalling 
Tia’s words to her: “If anyone gives you a hard time about anything, let me know and I will have 
your back, as long as you are putting the students first.”  
Another mentoring experience Angela shared included a white woman who served as one 
of her informal mentors. Angela relied on her mentor as a means to vent about situations and 
concerns occurring with the administration in Angela’s district. The white woman who served as 
an informal mentor was having difficulties within the administration and was no longer 
productive as Angela’s mentor. Therefore, Angela had to remove herself from the situation and 
give her informal mentor some time to deal with what was taking place on her end. Angela 
shared that when this situation occurred, she avoided venting to her informal mentor about too 
many issues around the district’s administration. Angela knew her mentor was not in the right 
place to receive Angela’s concerns, much less provide the necessary support Angela needed as 
an administrator. During Angela’s first years as a new principal, she would call on her informal 
mentor for guidance and direction. Unfortunately, Angela saw reaching out to her informal 
mentor was no longer an option.  
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Dr. Joan Cider was another white woman that Angela utilized as an informal mentor. Dr. 
Cider was an administrator in Angela’s district while Angela was a new principal. Currently, Dr. 
Cider is retired, but she often calls Angela to encourage her and at times pray with her. Angela 
shared how on these phone calls, she and Dr. Cider would discuss various topics, both on a 
personal and professional level. Most importantly, Dr. Cider would remind Angela about the 
struggles she went through as a principal in Angela’s district. Angela found these conversations 
with Dr. Cider to be beneficial and helpful as she navigated through her role as a new school 
principal. 
Another aspect of Angela’s informal mentoring experiences occurred outside of the 
school setting. Angela described how she made the acquaintance of five African-American 
women administrators, three of whom are retired and two of whom are still active administrators. 
These women have informally adopted Angela in their “Sister Circle.” The “Sister Circle” has 
shared with Angela the benefits of meeting with each other on a regular basis. They invited 
Angela to weekend retreats and provided a roundtable for open discussions around the 
challenges of being African-American women administrators in predominantly white populated 
school districts. Angela shared how she believed having this outside support system with women 
who knew what she was experiencing could provide her with guidance and ongoing support. 
Angela knew these strong women understood her struggles and could give her the mentoring she 
needed to sustain in the environment in which she worked. 
Jose. Jose’s school district did not provide new principals or new assistant principals with 
any form of mentoring. Jose received his informal mentoring by way of his staff. Jose had built 
relationships with teachers from his new school and he had heard great things about these 
teachers; therefore, Jose reached out to them for guidance. Jose would ask questions that would 
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be off the record when speaking with these teachers in his building. Part of Jose’s informal 
mentoring with the teachers in his new school included Jose just observing what was taking 
place and not making drastic changes right away. Jose inquired about the building’s climate, 
asking such questions as, “Who am I going to have to work with attitude wise, with students, or 
with classroom management?” Since Jose is more laid back as an administrator, he took his time 
feeling out his school. Jose stepped in as needed, but for the most part he did not change too 
much within the school setting. Based on his conversations with his teachers, Jose knew the 
teachers would become more apprehensive with change. “I knew not to come in and start making 
changes; the teachers are not going to like you from the get go,” he shared. “Therefore, I 
observed the routines first and then proceeded in changing little things. Once the teachers saw 
how the changes benefited the students, I received their support.”  
Outside of his teachers, Jose recalls his informal mentor, Tiffany, who was the assistant 
principal of another school in the district prior to being promoted to a principal position. When 
Jose became an assistant principal, he reached out to Tiffany for advice and guidance in this role. 
Since Tiffany was already an experienced assistant principal, Jose knew she could provide him 
with the informal mentoring that he needed.   
However, their roles changed, as Jose became Tiffany’s mentor when she was promoted 
to a principal position at an elementary school. Prior to Tiffany becoming a principal, she was an 
assistant principal at a middle school. Therefore, Jose was Tiffany’s informal mentor, for two 
years, prior to Jose becoming a principal of an elementary school. At that point, Jose became the 
mentor of Tiffany because Tiffany did not have any experiences working in an elementary 
school. Therefore, Tiffany would call Jose for advice on various topics and situations that 
occurred in her elementary school and he would guide her through the situations and provide her 
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with support, as well. Jose felt this was his way of returning the favor for the assistance Tiffany 
provided him when he was a middle school administrator. Now, Jose is helping to mentor 
Tiffany as she strives to lead an elementary school.  
Another informal mentor for Jose was Mr. Kimmo, an Asian male. Mr. Kimmo was the 
athletic director of a high school in Jose’s school district and later became the principal of a 
middle school within the district. The two men met while serving on the Bilingual Parent 
Advisory Committee, known as BPAC, in their school district. The Bilingual Parent Advisory 
Committee, BPAC, is a parent-teacher committee that school districts are required to have as part 
of the state-funded Title III grant. This committee provides services to second language students, 
in the English Language Learners (ELL) Program. Jose and Mr. Kimmo were invited to be a part 
of this committee due to their ethnic and racial backgrounds.  
While serving on the BPAC, Jose connected with Mr. Kimmo immediately. Since both 
men had young children similar in age, they spoke often about their personal lives. These 
conversations led to discussions around situations happening in their schools, such as discipline 
and parent concerns. Jose developed such a good relationship with Mr. Kimmo he felt 
comfortable asking him for advice and guidance with certain situations within his school setting. 
Jose recognized that Mr. Kimmo was very knowledgeable of school law and what Jose calls, 
“by-the-book stuff.” Therefore, Jose latched on to Mr. Kimmo as his informal mentor without 
hesitation. 
Another informal mentor that Jose discussed was someone he knew before entering the 
education field. His name was Craig Anderson, a white male, and he helped out kids who didn’t 
have father figures. Mr. Anderson heard about Jose and offered him jobs at various stores, such 
as Wendy's and McDonald’s. Jose shared how Mr. Anderson was very interested in his grades. 
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Due to Jose having a high grade point average that semester, Mr. Anderson offered him a better 
job as a bookkeeper at an accounting office. From the age of 16 to the present, Mr. Anderson is 
still influential in Jose’s life.  
Eva. Eva’s school district did not provide a formal mentoring program for new 
administrators. Therefore, Eva’s mentoring occurred on an informal basis as she navigated her 
role as an assistant principal. Eva shares her mentoring experiences when she first started as an 
administrator in Robin Wood School district, located in Lake County, a northwest suburban area 
of Chicago. When Eva became an assistant principal, she was the first African-American 
assistant principal at Gwendolyn Brooks Elementary School. During this time, Eva did not have 
any official training in leadership and never had an administrative mentor. However, Eva did 
have advocates or informal mentors who supported her in her journey as an administrator. Due to 
the State of Illinois intervening with Robin Wood School District because of the district’s 
financial fallout with State funds, there were two school boards in place. The one school board 
required by the State of Illinois hired a white man, David Stonewall, to oversee the financial 
situation in the district. David Stonewall was not an educator and did not work in the school 
district; however, Mr. Stonewall was a businessman. Eva describes him as 6-foot-5 with a buzz 
cut hairstyle, an old-school Marine who rides motorcycles. Although he was intimidating, Mr. 
Stonewall ended up being one of Eva’s biggest advocates or informal mentors. Eva believed she 
received a lot of backlash from other administrators, teachers, parents and board members 
because he advocated for her. Nevertheless, she knew he believed in her and her talent to run a 
school. 
Eva recalls her mentor and his style with people. He was hard on people and everyone 
was afraid of him, regardless of their race. He knew nothing about education and came from the 
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business world. It was all business with him. His only goal was to get the district back to a 
sounder financial footing.  
Eva respected Mr. Stonewall and his way of dealing with people and situations because 
he was direct. She did what was told and did not question his authority. Since Eva understood 
Mr. Stonewall’s philosophy on leadership, it helped her build a stronger relationship with her 
informal mentor, and when she had ideas, he wanted to hear them. Mr. Stonewall believed Eva’s 
ideas were well thought out and impactful for her students and staff. During Eva’s informal 
mentoring with Mr. Stonewall, he discussed with her the importance of engaging the community 
and encouraged her to get more involved because her job extended beyond the brick and mortar 
of the school. One aspect of Mr. Stonewall’s personality that Eva liked was his social skills. Mr. 
Stonewall had outlets and liked to drink and socialize and this was an area in which Mr. 
Stonewall provided support to Eva as a new principal. “Get out and learn how to mingle” he 
would tell her. Interacting with others was very important to Mr. Stonewall and he made sure to 
encourage Eva to do the same. 
  Eva describes another informal mentor with whom she connected as a new principal.  
John Beyer, a white man, became the superintendent of her school district around the same time 
Eva was hired. During this time, Eva was hired by the previous superintendent who retired prior 
to the school year starting. Eva was excited to have Mr. Beyer as her new superintendent because 
he came from her previous district where she faced many challenges as an African-American 
administrator. Since Mr. Beyer had worked previously with Eva he was able to relate to the 
challenges she faced in her current district. Eva describes the previous superintendent as 
someone who stirred racial tensions in a racially charged community. One example of this 
occurring is when former President Barack Obama was giving his “Back to School” speeches, 
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white parents were taking their children out of the school on those particular days and the 
superintendent was in support of what was happening in her school. Therefore, to alleviate 
parents having to remove their children from school the superintendent mandated Eva to find a 
separate room for the children whose parents did not want them to participate in viewing this 
event on television. Per her superintendent’s request, Eva made accommodations to have 
students placed in separate rooms when both speeches were given by former President Obama.  
As Eva reflects on her experiences with her previous superintendent, she recalls how 
painful times had been for her as an African-American woman administrator in a predominantly 
white school district. However, her informal mentor John Breyer played a very instrumental role 
in trying to buffer a lot of that pain, as much as he could, the first few years of her principalship. 
Since John was from Robin Wood Lake County school district, a predominantly white school 
district in the northern suburbs of Chicago, he witnessed various levels of racism to the Latino 
communities. Due to his exposure to injustice toward another ethnic group, Eva believes John 
understood her struggles and provided the support she needed as a principal when it came to 
racial issues. Unfortunately, her school, at the time, had no teachers of color. Therefore, Eva 
appreciated the support as she led her school, especially for those African-American children 
who came from the Chicago’s West Side when the housing units closed. Many of those children 
had never seen an African-American principal. Eva knew this was a tremendous opportunity for 
making lasting impressions and it gave her a sense of pride as the new principal of Gwendolyn 
Brooks Elementary School.  
Geraldo. In regard to mentoring in Geraldo’s school district, he shared there is a formal 
mentoring program for principals, however, not for assistant principals. The assistant principals 
received their informal mentoring by way of professional development sessions regularly 
92 
 
scheduled every third and fourth Monday of the month. Geraldo’s informal mentoring occurs 
on the fly, including day-to-day activities within the school. In general, Geraldo relies on the 
assistant principal in his school to help provide support and guidance. This collaboration 
occurred due to Geraldo choosing to work informally with the assistant rather than principal. 
Nevertheless, Geraldo did collaborate with the principal regrading complex issues within the 
school.  
Geraldo shared his experiences related to informal mentoring that he received from the 
assistant principal at Jackson Middle School, when he was the dean of students. The informal 
mentoring took place regularly, during Geraldo’s daily activities as dean of students. Geraldo 
and the assistant principal had multiple informal conversations addressing day-to-day routines. 
Geraldo relied heavily on the assistant principal for guidance with situations centered on 
disciplining students, having difficult conversations with staff and parents, along with other 
duties and responsibilities of Geraldo’s job. With this type of guidance and assistance, Geraldo 
was better prepared to take on the role of associate principal after two years of being an interim 
associate principal at Jackson Middle School. When Geraldo became the associate principal 
permanently, he found the conversations and advice given to him by the assistant principal very 
helpful and relevant to his new position. 
Not only did Geraldo have the assistant principal as an informal mentor, Geraldo also had 
two other informal mentors within Creekland School District that he reached out to for guidance 
and support while in the associate principal role. He considers the role of his informal mentors as 
those who helped him in being more reflective as an associate principal. Geraldo mentions one of 
his strongest and most supportive informal mentors, his assistant superintendent, and an African-
American woman. Geraldo looked to her for direction and maintained an open communication 
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with her. Geraldo’s other informal mentor outside of his school is his former high school 
principal, a white male. Geraldo shares how his former principal encouraged him to pursue a 
career as an administrator. Geraldo believes that all of his informal mentors were vested in him 
as an associate principal and had his best interest at heart. Geraldo even shares how the assistant 
superintendent would pry into his personal life just to check on him. Her goal was to try to get 
Geraldo to open up more. Geraldo did not utilize his informal mentors to vent to on a personal 
level. Instead, he kept everything professional. However, Geraldo believes having a personal 
connection with his mentors could have made for more meaningful experiences. Geraldo admits 
that this aspect, a personal connection with his informal mentors, was missing in his 
administrative career.  
As part of Geraldo’s mentoring experiences, he shared the isolation that he felt being a 
Latino administrator. Many times the conversations around any type of mentoring or 
professional development for administrators centered on the needs of African-American 
students, staff and administrators, with a limited focus on Latino and other minorities within the 
district. Currently, there are only two Latino administrators in the district and Geraldo is one of 
the two. Due to the small number of Latino administrators, the district rarely addresses the 
norms, culture, and language of the Latino student population. Unfortunately, the professional 
development workshops are developed with a focus provided only from the white 
administrators in the district. Geraldo shared the district is moving toward an initiative to 
incorporate a social justice component within the curriculum for teachers to address concerns 
around African-American students but the lens is limited and needs to be developed more to 
include all minorities. Geraldo believes the district is shifting its mindset to become more 
culturally sensitive toward the students in the district. However, there is room for improvement 
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with including minority administrators in those conversations. Nevertheless, Geraldo considers 
himself closer to his minority colleagues due to the limited support from the district. These 
relationships with his informal mentors have assisted Geraldo with his mentoring. Geraldo also 
believes these close relationships have helped him with dealing with his feelings of isolation.  
Irene. Similar to Geraldo’s experiences, Irene who is also from Creekland School 
District, did not participate in any formal mentoring program within her current school district. 
However, Irene did participate in a formal mentoring program while a dean and Title I 
coordinator in the Chicago Public School system also known as, CPS. When Irene started as 
the associate principal in Crestlane High School, learning her job centered on the technical 
components of the position. Therefore, Irene did not connect her informal mentoring 
experiences with the technical component of the position; however, she perceived her 
mentoring to be centered on providing her with support with various crises within her school 
that she experienced as an associate principal. To navigate through her role as associate 
principal, Irene relied on Jason, a white male, who was previously in her position, and Julie, a 
white woman, who is the assistant principal in her school, to informally provide her with 
mentoring.  
Irene shared that her informal mentoring relationships were dependent on who she trusted 
in her school and school district to provide her with guidance as an administrator. More of her 
informal mentoring occurred within the school as well as outside of the school. Irene appreciated 
the informal settings that allowed her to socialize with Julie and Jason. During these informal 
gatherings, Jason and Julie advised Irene that reaching out to her principal for guidance 
regarding situations within the school was not recommended. They did not want Irene’s 
administrator to perceive her as being ineffective as a leader if she were to rely too heavily on his 
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direction. Irene felt her mentors had her best interest at heart. All of her mentors wanted her to 
succeed as an associate principal. Informal mentors Julie and Jason made Irene feel more 
comfortable with talking to them about staff issues and helping to build her self-confidence as an 
administrator. Irene also relied on the assistance of her informal mentors with helping her build 
relationships with her staff, as well as assisting her with addressing union concerns in her school.  
Irene also discussed her informal relationship with another colleague in her district, 
Sarah, a Filipino who is an assistant principal as well. Since Irene and Sarah have similar 
backgrounds, the women were able to gravitate toward each other immediately while working in 
the district. Irene describes Sarah as someone who is very knowledgeable of her role as a leader, 
exudes confidence and can stand on her own when dealing with situations that pertain to staff, 
students and parents. At times, Irene and Sarah often provide support to each other, due to the 
similarities of their job duties. As mentioned with Geraldo, Irene and Sarah experienced feelings 
of isolations at one time or another while working in the Creekland School District.  
 One component of Irene’s mentoring experiences included district professional 
development, which is not catered toward Asians or Latino staff or students but geared toward 
the African-American population. Irene and her informal mentor Sarah have had quite a few 
discussions around the need to incorporate more voices on the topics presented for professional 
development to address the concerns of all ethnic groups. Irene shared an example of how Asian 
administrators who apply for positions are oftentimes overlooked because there is not a need for 
them in the school community. Ironically, Asian teachers have been hired. However, the desire is 
for the school and district to hire more African-American teachers and administrators to meet the 
needs of the African-American student population. Therefore, Irene and Sarah have relied on one 
another to develop the grit they need to get their jobs done.  
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Morgan. Morgan has not participated in any formal mentoring program in Creekland 
School District as an administrator, but has as a teacher. Morgan’s informal mentoring 
experiences started with her first principal when she was an assistant principal. Morgan’s 
relationship with her principal developed through the informal mentoring process. Morgan and 
her informal mentor worked together at the elementary school with little to no support as new 
principals. Therefore, Morgan relied on her supervisor for guidance and direction during her first 
year as an assistant principal. Morgan describes their relationship as a dual-only partnership. 
They would meet once a week to discuss the day-to-day activities that occurred within the 
school.  
Although Morgan did not receive formal mentoring in her district, she did participate in 
what is called a “Buddy System.” The Buddy System consisted of Morgan and new assistant 
principals pulling a number to select their buddy. The in-house administrator would be their 
buddy to speak with if they had questions or concerns. Morgan did not speak to her assigned 
buddy after their initial meeting. Morgan did not feel her buddy had enough experience and their 
personalities did not mesh. Morgan did not seek her district buddy to further their relationship 
because they did not develop a connection, even though they had seen each other before at 
district functions.   
Morgan considered herself to be emotionally charged during her first year as an assistant 
principal. She oftentimes found herself crying and constantly seeking assistance while in this 
role. Morgan believed her ability to ask for help was the reason for the ongoing assistance she 
received as a new principal. Morgan considered this process a learning curve as an assistant 
principal because she had to put her pride aside and display humility when asking for assistance. 
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Morgan describes other informal mentors that she connected with in her district. One is 
her assistant superintendent, an African-American woman. Morgan found her assistant 
superintendent to be very helpful in providing guidance and support to her as an assistant 
principal. The assistant superintendent had been Morgan’s principal when she was a teacher and 
they developed a good rapport when they worked together. Unfortunately, Morgan was able to 
see her informal mentor only twice a year due to time constraints and scheduling conflicts. 
However, Morgan valued the guidance and the knowledge shared by the assistant superintendent 
during her first, few years, as a school leader. 
Another informal mentor Morgan leaned on was an African-American woman who is 
also an assistant principal in her district, Dr. Michelle. Dr. Michelle and Morgan became 
assistant principals at the same time and therefore relied on each other to navigate their roles as 
administrators. Although Morgan and Dr. Michelle did not have structured time to meet, they 
worked to synchronize their schedules to discuss their daily routines and the politics within their 
district. Morgan found this time outside of the school to be very beneficial because it was also an 
outlet for her to vent and share similar situations with other district administrators. Through this 
relationship, Morgan was able to build a strong friendship as she and her informal mentor grew 
together in their leadership roles. 
Dr. Michelle. Dr. Michelle has not participated in any formal mentoring while at 
Creekland School District. Similar to Morgan, Dr. Michelle has relied on the assistance and 
guidance from informal mentoring. Dr. Michelle is in a unique situation as she has been an 
assistant principal for four years but has had three principals. With this amount of turnover with 
administration in her school, Dr. Michelle has not received the mentoring she needs to even 
assist the new principals in her school. Dr. Michelle also participated in the “Buddy System,” 
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through which she was paired with another administrator in her district. Although this was a 
random process, Dr. Michelle believed her “Buddy” did have knowledge of the job and could 
relate to the various issues Dr. Michelle faced in her school. Dr. Michelle’s buddy worked in one 
of the more challenging schools in their district and during this time, her buddy was provided the 
opportunity to navigate through many roles. Dr. Michelle’s mentor was invited to special 
education meetings, board meetings and committee meetings, all of which gave her the 
opportunity to become more exposed to different job positions in the district. Dr. Michelle’s 
buddy, a white woman and an administrator within the district, had strategically positioned 
herself to be at the right places when it came to promotions in their district. Therefore, Dr. 
Michelle reached out to Morgan, an African-American woman and assistant principal in her 
district, to provide the support she needed in her position. The two women connected when they 
became AVID coordinators in the school district.  
As a new administrator, Dr. Michelle struggled with building trusting relationships with 
her principals due to their limited time working in her school. However, there was one principal, 
a white woman, Dr. Michelle valued as an informal mentor. This administrator had an 
understanding for social justice due to her family being multiracial. However, having only one 
year of experience in the district, it was hard for her principal to navigate through the politics of 
the school district and provide adequate training for Dr. Michelle. Unfortunately, with this being 
the case, the new principal was unable to provide the quality support Dr. Michelle needed as an 
assistant principal. Although Dr. Michelle’s mentor was an advocate for the students and 
knowledgeable of her job duties and responsibilities as a principal, she shared a very personal 
concern with Dr. Michelle regarding her children and their acceptance in this central Illinois 
community. Knowing her children were mixed race, Dr. Michelle’s mentor discussed regularly 
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her concerns regarding her residency in the community and the safety of her children. With these 
concerns hovering over Dr. Michelle’s mentor’s head, she left after one year in the Creekland 
School District and returned to the Chicagoland area. 
Conclusion 
 
Based on the questionnaire results and interviews from the study, the participants agree 
that mentoring of any form is needed, especially, for new leaders within a school setting. The 
participants valued the notion of having someone who will support them when making decisions 
within the school as well as having someone to provide guidance and directions when making 
tough decisions. Embedded in the mentoring experiences of the principals of color are forms of 
capital as it relates to the Community Cultural Wealth Framework. Examples of capital are 
included in the mentoring experiences of Jose and Geraldo, as they share their stories of being 
bilingual leaders within their schools. As it relates to the Linguistic Capital, Jose and Geraldo 
discuss how their ability to speak Spanish and English brings a unique perspective to their roles 
as leaders within their school community. Jose shares how his Spanish speaking parents 
appreciate having someone to relate to them as they navigate through the barriers/challenges 
faced in their children’s schools, as Latinos. The participants mentioned how they appreciated 
the ability to use their mentors as sounding boards and being allowed to vent in a safe space. In 
general, the participants utilized resources to aid in leading their schools as a form of social 
capital. The participants emphasized the importance of having someone who will listen to them, 
as well as coach and guide them through the routines and procedures of their day-to-day job 
duties and responsibilities.  
Based on the interviews, three of the 13 participants had experience with a formal 
mentoring program, while the questionnaire data identified less than 50% of the participants 
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having formal mentoring experiences. However, over half of the participants from the 
questionnaire experienced some form of informal mentoring and nine of the 13 participants 
shared experiences of informal mentoring. This means informal mentoring occurred more often 
even outside of a structured mentoring program. In general, 90% of the questionnaire 
participants agree mentoring is definitely an important component in supporting principals and 
assistant principals in their roles as leaders. Meanwhile, all 13 participants in the study believed 
that participating in a mentoring program is crucial to the success and/or failures of a new 
principal and/or assistant principal.  
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CHAPTER 5: Race, Gender, and Leadership Styles 
Introduction 
 
 This chapter will address four themes in the study as they relate to the mentoring 
experiences of the principals of color interviewed in the study. During the interviews, the 
participants shared their experiences as they relate to the role race and gender played in their 
formal and/or informal mentoring process. Other themes discussed in the study included the 
leadership styles of the participants and the need for self-care of the principals and assistant 
principals as they continued their journey as school leaders.   
As it relates to race, one theme that arose throughout the interviews centered on the role 
white men played in mentoring principals of color. Ten out of thirteen participants interviewed, 
shared how valuable their mentoring had been under the direction of white men. Both women 
and men in the study shared how white men were supportive and encouraging when it came to 
the participants taking risk in leading their schools. However, the participants did share that 
having white formal and/or informal mentors did have challenges because their white 
counterparts lacked the cultural connection to the mentees. The participants also discussed the 
role gender played in their mentoring experiences, in particularly, women of color and the 
barriers they faced as new principals and assistant principals. This chapter will also connect the 
theoretical framework, Community Cultural Wealth, in the mentoring experiences, as it relates to 
the mentors of the minority principals. The principals of color use their social capital/assets to 
lead their schools by identifying networks that support their roles as new leaders. The principals 
of color utilize their social capital resources to connect to mentors from similar ethnic 
backgrounds and genders. By having minority principals select their mentors, who have common 
interests, principals of color can share their stories as it relates to their mentoring experiences. 
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Therefore, through the process of counter-storytelling, the minority participants can include the 
benefits of having the opportunity to select their mentors. Through these collaborative 
relationships, the mentors can provide meaningful guidance and assistance to these principals of 
color, as they lead their schools. Finally, this chapter will expound on the various leadership 
styles of the participants and the self-care needed to help principals of color maintain their roles 
as leaders in their schools.  
Gender of the Mentors 
Another theme that arose throughout the interviews included the genders of the mentors 
in reference to formal and/or informal mentoring. The participants agreed, the gender of their 
mentors played a significant role in their experiences with mentoring. The seven male 
participants appreciated the idea of having male mentors to collaborate with and to receive 
guidance from regarding their experiences with mentoring and leading a school. This was 
especially true, they said, since minority men are underrepresented in education. Also, the six 
women participants appreciated their mentoring experiences with the women mentors because 
the women shared how they were able to overcome barriers in the education field, not only as 
females but also as members of ethnic minorities. In general, the participants believed the gender 
of their mentors played a role in their mentoring experiences. However, the knowledge and 
expertise of their mentors as principals and assistant principals weighed more significantly to the 
participants and their mentoring experiences.    
Surprisingly, one consistent fact that arose throughout the interviews included how nine 
participants had favorable experiences with white men as their mentors. Whether it was in a 
formal or informal setting, the principals and assistant principals appreciated the support from 
the white male leaders. These seven participants shared how the white male mentors provided 
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guidance and advice in helping these principals and assistant principals in developing their 
leadership styles. The white males discussed in this study were not only well-respected by the 
principals and assistant principals interviewed but they were successful school leaders. Many of 
them were placed in higher positions of leadership while in the role of mentors. Therefore, the 
race of the mentor, in particular the white males, does provide for a unique perspective in this 
study. 
Eva. Eva recalls how she appreciated her relationships with her white male 
informal/formal mentors or advocates. Eva shared how white men work with white women all 
the time. However, working with African-American women can add another layer to their 
relationships with women. Eva believed the connections with her male, white mentors played a 
large part in how these men supported her role as a new principal. Eva believes her mentors’ role 
in mentoring her may have positively shaped their views and perception regarding African-
American women. Eva recalls her experiences with her mentors and how these experiences have 
afforded her an opportunity to present herself in a way that her mentors — being of another race 
— did not have to fear her. For context, Eva references the idea of African-American women 
being “angry women.” Eva worked very hard to prove to her mentors that she is different than 
the stereotypes depicted around women of color. Eva alluded that this may have been a good 
experience for her, working with her white male mentors, since she grew up in predominantly 
white communities and had positive interactions with the white males throughout her life. On the 
other hand, Eva shares how she did not have many positive interactions with African-American 
or white women as she navigated her role as a new principal. 
Eva recalls how she struggled to work with white women because they were involved in 
several incidents she had as a new principal, such as trying to have her removed after she 
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allowed students to view the Obama “Back to School” special. Eva remembers how the white 
women in her district constantly gave her a hard time about everything. Due to her negative 
experiences, Eva has had a hard time with white women and she is very careful with her 
interactions when dealing with them. 
Melvin. Melvin believes his leadership style is more like that of Jason, his white male, 
informal mentor, compared to Georgia Ann, a white woman, who was his formal mentor. Melvin 
considers himself to be more like his building principal, Jason, whom he worked under for a 
year. Melvin had a closer relationship with Jason because he was his direct supervisor. Jason 
became that sounding board for Melvin and the two would oftentimes call each other to vent or 
share about situations going on in their schools. Melvin shares his thoughts about Jason: 
“That’s what mentors do, so I was blessed enough, lucky enough, whatever you believe 
in, to be able to be in a situation where my direct supervisor ended up being more of a 
colleague and a coach for me during that first year as a principal.” 
 
Melvin naturally gravitated to Jason as Jason became more like a mentor to him. Jason, a 
white male, took Melvin under his wing as a mentee, so the relationship that Melvin had with 
Jason was not just as a supervisor but more like a coach and eventually, a friend. “We ended up 
becoming friends,” Jason said. “But he never treated me as ‘I am your boss’ or ‘I am your direct 
supervisor.’” Jason treated the mentoring experience as an opportunity to bring on a new 
administrator and groom Melvin to become a successful leader. Melvin recalled Jason saying 
several times to him, “I really want to groom you and I see something in you.” Melvin really 
appreciated that comment. Therefore, Melvin leaned on his building principal for the majority of 
his mentoring experiences. Melvin shared how he did not have the opportunity to reach out to 
other administrators in his district, therefore he had to rely on Jason to provide him with the 
support he needed as an administrator, adding:   
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“I did not go outside of the building. I did not have colleagues outside the building that I 
leaned on, at all. There were no other assistant principals or principals in other buildings 
that I could reach out to and ask what was happening in their buildings and how they 
handled certain situations. That was not the case for me.” 
 
Jason. Jason describes his relationship with his other, informal white male mentor, Jon 
Gillians, as someone who supported him with the tools to pursue a leadership role in his school 
district. Jason’s mentor encouraged him to return back to school and earn his Master’s in 
Administrative Leadership. Jason also felt supported by his mentor when he enrolled Jason in 
leadership classes and purchased various books related to enhancing Jason’s leadership style and 
skills. Overall, Jason was able to mimic the leadership style of his informal mentor and credits 
his style of leadership to Mr. Gillians. 
However, Jason shares a different perspective regarding his relationships with his 
African-American women mentors. He believes women are more accepting as principals than are 
African-American men. In his observation of working with women mentors, Jason noticed how 
teachers and other administrators accepted things from an African-American or a minority 
woman more quickly than from an African-American male. Jason mentions how this is evident 
as it relates to different dynamics within his school setting. For example, when Jason disciplines 
students, or speaks with his parents his tone is perceived differently. Even his communication 
with his staff is perceived in a more negative manner than when similar communications are 
delivered by African-American women. Therefore, during Jason’s informal mentoring, he 
recognized the need to give more of himself than required by the African-American women, and 
white men and women. “What I have to learn to do is, go above and beyond the normal 
expectations for African-American women and non-minority administrators,” he said. Jason 
revealed that he has learned that while everyone else can give 80%, being an African-American 
male, he will always need to give 120%, at least.  
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Dr. Johnathan. Dr. Johnathan recalls his relationship with one of his mentors, Daniel 
Seal, a white male paired with Dr. Johnathan through the Greenland State mentoring program. 
Mr. Daniel Seal was selected as a formal mentor through the university mentoring program. 
However, Daniel Seal was requested to work with Dr. Johnathan because of his experience in 
leadership as a school principal. Dr. Johnathan relied on Daniel’s experiences with students in 
grades Kindergarten through eight, which is similar to the population of students with whom Dr. 
Johnathan works. Daniel taught Dr. Johnathan about what to expect throughout the school year, 
and the kinds of challenges that he could anticipate.  
Dr. Johnathan elaborated on how much his mentor showed a genuine interest in 
mentoring him. “My mentor would meet with me outside of the required times recommended by 
the mentoring program, if needed,” he said. “My mentor was adamant that I reach out to him 
whenever I needed assistance. My mentor shared with me to let him know when I need to meet, 
to talk, to blow off steam, or just to vent.” Dr. Johnathan describes his mentor, Mr. Seals, as 
always encouraging and one who would routinely reach out and provide support and guidance to 
Dr. Johnathan beyond the level that the mentoring program required. 
In regard to Dr. Johnathan’s relationship with his woman informal mentor, he had a 
positive relationship with her, as well. Dr. Johnathan worked under Dr. Williams for several 
years and she quickly took him under her wing and taught him how to do administrative tasks, 
such as completing staff evaluations. During his mentoring with Dr. Williams, Dr. Johnathan 
observe her as she evaluated and collected data on her staff. Dr. Williams guided Dr. Johnathan 
on what to look for and how to scribe the data she collected during teachers’ observations. Dr. 
Williams also took the time to show Dr. Johnathan how to summarize the data collected during 
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teachers’ observations to help him prepare for evaluation meetings that he will facilitate as an 
administrator.   
Adrienne. Adrienne thought it was really a great set-up having a white male mentor 
because that is who she has dealt with for the majority of her life. Having this experience 
allowed Adrienne to understand that all white men are not the same. However, she also 
understood that being a white man comes with a certain level of privilege. Adrienne reflected on 
her experiences with her mentor: 
“Regardless of what comes out of my mouth, they already have two advantages, one 
being white, which I am not. The other being a male, which I am not. There is a certain 
level of privilege that White men already come to the table with that as a black woman, I 
need to acknowledge and navigate through no matter how confident I may be. I wish 
there was more support for administrators of color, just of people of color, in this 
district.”  
 
Jose. On the other hand, Jose found having a female mentor — white or African-
American — more challenging because of the innate roles women tend to have as nurturers. Jose 
shared that women are more empathetic with certain situations that occurred within his school 
setting. Jose referenced the women in his district as more likely to vent about their circumstances 
rather than getting the job done. At times, as Jose sees it, it is his responsibility to do whatever it 
takes to help the children in his school and if teachers do not like their jobs, they should look for 
another occupation. Nevertheless, Jose knows this attitude is not professional and he has learned 
to work on refraining from making inappropriate and potentially offensive comments. However, 
Jose’s mindset is, as a staff, they are going to get through this and whatever help he can provide, 
he will give. In general, Jose has the, “Let us get this done” mentality. However, Jose believes 
the reason that he works very well with his informal mentor Tia is because she has a similar 
disposition to that of her male counterparts. Tia is not a complainer; she believes in rolling up her 
sleeves and getting the job done. 
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Jose also believes he has a good relationship with Mr. Kimmo because he is a male, and 
in particular, a minority male. Jose shares how they have so much in common. For one, they both 
are married. Therefore, both men are able to discuss matters pertaining to their lives outside of 
the school environment, including their wives and children. Jose shared that, as they began to 
learn more about each other, the men started planning gatherings with their families outside the 
school setting. As the years went on, they continued their strong bond, not just as colleagues but 
also as friends. As their bond grew, Jose felt they could vent with each other about the personal 
and professional situations occurring in their lives.  
Vince. Vince recalls his experiences with his mentor, a white man and how he perceived 
it to be more of a friendship than two colleagues working together. Vince’s mentor always 
treated him as an equal male. Since Vince rarely worked with minorities as administrators, he did 
not have an expectation of what his relationship would be like with his mentor. However, Vince 
did share that he does not believe he experienced any issues with his mentor because of his 
gender. As a matter of fact, Vince was expecting to be scrutinized when he entered the education 
field because of the stereotypes that are affiliated with being an African-American male, based 
on the views of today’s society. Vince was concerned his staff would observe him in a different 
manner, not only because of his gender but also due to his racial background. 
Vince’s mentor encouraged Vince by sitting down with him regularly and listening to 
Vince’s concerns. Vince’s mentor was always interested in how his classes were going while 
Vince was in school. Vince’s mentor knew that Vince was working in the special education 
position during the day and working on his academic core classes in the evening. Vince’s mentor 
wanted to make sure that there was a balance in his day. As Vince’s mentor put it, “I let 
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administrators know, you have to keep yourself healthy as you are going through this process of 
retuning back to school.”  
Geraldo. Geraldo does not believe gender changes his perspective of his mentoring 
experiences. As a matter of fact, Geraldo sees women having an equal advantage and equal 
access to positions of leadership in his district. Geraldo recognizes the inequities women face in 
their struggles to lead as principals and assistant principals. Geraldo reflected on his informal 
mentoring and shared that quite a few women administrators have mentored him — in particular, 
women of color. Geraldo elaborated on how he believes there are more opportunities for 
African-American women and white women in Creekland to receive promotions to higher 
positions compared to Latino or African-American men. Since there are no other Latino 
administrators in Creekland School District, Geraldo could not compare his experiences between 
women and men.    
Irene. Irene believes gender played a role with her mentoring experiences more so than 
her race. As an administrator, she sees her informal mentoring affecting her leadership as a 
woman compared to how it affects her regarding her race. Irene is more concerned about how 
she can maintain a professional career with children while being married. During her mentoring, 
Irene connected with women in her district who had responsibilities similar to hers. When 
meeting with Jane and Sarah in an informal setting, they shared experiences of how they juggled 
their lifestyles as career women while also trying to be good parents. Irene constantly felt guilty 
about her administrative duties requiring her to spend more time at work than at home. However, 
Irene mentions the support she receives from Sarah and Jane helps with managing her 
professional and personal life. With on-going support from Sarah and Jane, Irene uses her social 
capital to deal with the challenges of having a family and a career.  
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Morgan and Michelle. Similar to Irene and Geraldo, who are also minority 
administrators in Creekland School District, Morgan and Dr. Michelle have feelings of isolation 
as administrators. Although the district has seven minority administrators, everyone is spread out 
in the various schools and there is little time for them to collaborate or share ideas. Even at 
administrative meetings, they are required to sit in assigned seats. The meetings are facilitated by 
the white men and oftentimes the minority administrators will sit quietly, with little or no 
opportunity to speak. Morgan shared how the meetings are designed to cover initiatives and 
programs implemented in the schools and district-wide but there are no conversations around 
helping administrators strengthen their leadership skills to move to the next administrative level 
in their careers. This type of environment for principals of color, supports the mainstream 
narratives of mentoring as perceived by the white dominant culture. Therefore, having the stories 
that the principals’ of color shared in their mentoring experiences can highlight the importance of 
including the assets of people of color, in roles of leadership at the District Level. On the other 
hand, the white men and women are encouraged to become school principals even with limited 
knowledge or expereince in leadership. Some of the white men and women selected as principals 
have come from within the district, but their experiences have not significantly contributed to the 
school or district community, the way Morgan and Dr. Michelle’s have during their time as 
teachers and now assistant principals.  
Race of the Mentors 
 
Although this study includes discussions centered on mentoring and genders of the 
mentors, it is important to take into consideration the race of the mentors and the role it plays in 
their mentoring experience. Including information on the racial and ethnic background of the 
mentors allowed for diverse conversations to occur with all 13 participants interviewed in the 
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study. It is also important to acknowledge how underrepresented men are in the education field 
compared to women in the field; even more so, fewer minority male leaders in education. 
Therefore, the four male participants could not speak on their relationships with other minority 
males within their districts because they may have been the only minority male. Therefore, their 
perspective in regard to their relationships with other minority men is limited in this study. In 
general, the 13 participants agreed, whether white or African-American, their mentors 
encouraged and supported them in taking risks as leaders within their schools. 
Dr. Johnathan. In regard to Dr. Johnathan’s formal white male mentor and informal 
African-American woman mentor, he did not see any distinction between gender and race during 
his mentoring experience. “I did not see a difference because I had established trusting 
relationships with both of my mentors,” he shared. “Where I could talk to Mr. Seal, a white male 
and tell him anything that I was dealing with, I can do the same with Dr. Williams, an African-
American woman. No matter the topic of conversations, I felt comfortable talking to him as a 
man, and talking to her as a woman.”  
Dr. Johnathan discussed the role Dr. Williams played with preparing him for some of the 
tasks as an administrator. Dr. Williams included Dr. Johnathan in parent conferences and 
meetings regarding student discipline issues. Through Dr. Williams, Dr. Jonathan learned how to 
deal with parents and work with students throughout the discipline process. Dr. Johnathan shares 
that by having the opportunity to watch and observe Dr. Williams along with the coaching she 
provided, he is able to perform many administrative duties successfully, on his own. Dr. 
Williams gave Dr. Johnathan the opportunity to facilitate and organize professional development 
and staff meetings for the teachers and she would charge him with running a school 
improvement activity. Dr. Johnathan explains how Dr. Williams understood what it is like to be a 
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minority in education but most importantly, she was knowledgeable of her role as an African-
American administrator who served in education. Therefore, race played a role in Dr. 
Johnathan’s mentoring. 
Eva. Eva describes her relationship with her informal mentor, Dr. Eureka, who is an 
African-American woman. Dr. Eureka, who received her Doctorate in Curriculum and 
Instruction, is an assistant superintendent in a south suburban school district. Eva shared that her 
friendship with Dr. Eureka started when she reached out to her to share her struggles with her 
previous school district. When Eva became an administrator in Robin Wood School District, she 
would share her issues and concerns with Dr. Eureka to get feedback since she was a district 
level administrator. Eva received guidance from Dr. Eureka on how to deal with these issues 
from the administrative leaders in her district. Due to Dr. Eureka having experience with 
situations pertaining to school boards and principals, she would encourage Eva to be reflective 
and ask questions before making quick decisions. Eva considered Dr. Eureka a great sounding 
board because Eva was a novice when it came to leading a school. Eva respected Dr. Eureka 
even when she used her humor to poke fun at Eva. Eva remembers an example when Dr. Eureka 
made fun of her, in a good way, by teasing and saying that Eva sees things through rose-colored 
glasses. However, after many negative and positive experiences, Eva admits those rose-colored 
glasses have more wisdom behind them now compared to when she was a new principal. In 
Eva’s mentoring relationship with Dr. Eureka, the social capital of Dr. Eureka is highlighted as a 
resource to support Eva outside of the school environment. 
Eva remembers a time when Mr. Stonewall had reservations about her being an 
administrator. It was the day Eva decided to go natural and cut all her hair off and went to work 
with a natural hairdo. “I think that was the one and only time that I felt that my color mattered 
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because I will never forget the look on his face and how he had a hard time accepting my 
appearance, along with a couple of the teachers and the other administrators,” Eva recalled. After 
speaking with a dear friend about her work experiences that day, Eva purchased a wig to smooth 
her look and to help alleviate any unwanted attention regarding her appearance. Eva did not want 
the style of her hair to take away from her work. 
Angela. Angela believes the advice given by informal mentor Tiffany, who is African-
American, made a difference in how Angela led her school, with her teachers and with 
disciplining students. Angela relied on Tiffany to provide her with feedback when she needed 
guidance with her staff. Angela felt Tiffany had her best interest at heart as her informal mentor. 
John. John did not share any unique experiences regarding race that involved his formal 
mentor/consultant, an African-American woman. John shared how his mentor provided him with 
the necessary support he needed as a new administrator. Some of the tasks incorporated within 
John’s mentoring program pertained to the day-to-day duties of a principal and not so much on 
the racial make-up of his district. Since John’s mentor is a woman of color, John was 
uncomfortable working with her to improve his administrative skills because she was a friend of 
the superintendent. During his mentoring, John’s mentor studied his actions as she and he walked 
the school, every week. Over the course of time, John meet with his mentor/consultant and she 
sat with him through teacher observations, and pre- and post-conferences held with teachers. 
Then, the two of them would review their own summative notes of what was observed and have 
discussions around the teacher performance model. During this process, John felt supported by 
his mentor and knew she was vested in him utilizing good administrative skills as a principal. “I 
know my mentor respects what I bring to the table as a colleague,” John shared. “Our 
relationship is more collegial and I do not perceive her as my boss telling me to do it her way.” 
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John also shares his experience with his informal mentor as a culture perspective. John 
believes having a minority male mentor would have made a difference in his role as a new 
principal. John feels his situation is unique because he had a white male mentor whom he 
connected with immediately. John believes it was spiritual or simply because they had a lot in 
common with each other. “With him, I don't see white,” John said. “I don't think he sees black. 
It's very different, but I think this is more of the exception than the rule.” 
Adrienne. Adrienne believes having an African-American female mentor would have 
been great within her mentoring experiences. Unfortunately, she did not have that opportunity. 
Nevertheless, Adrienne had the support of a strong female leader, Mary Lynne. May Lynne is a 
white woman who spoke her mind, who was well-respected, and who did not care who was at 
the table. Although Mary Lynne was Adrienne’s informal white mentor, Mary Lynne supported 
Adrienne by matching her with Mrs. Seward from the State Mentoring Program, KIDS, who 
understood what Adrienne needed from a mentor. Adrienne thought this was great because Mary 
Lynne knew Adrienne’s personality, strengths and weaknesses. Therefore, when Adrienne met 
with her new mentor from the state, it went over very well. Adrienne confirmed, “It was a great 
match.” Her mentor, Mrs. Seward, who is white, has continued to be someone that Adrienne 
goes to when she needs guidance and support with various challenges and dilemmas occurring 
within her school.  
Adrienne reflects on how having a mentor of color would have helped support her as a 
new principal, especially since the school district has limited representation of minority 
administrators. However, now that Adrienne is chair of the mentoring committee for her district, 
this opportunity will allow her to have input into what mentoring should look like for teachers 
and administrators within her district. Adrienne shared how important it is for new principals of 
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color to learn how to navigate through the various dynamics of politics occurring in 
predominantly white school districts. Therefore, having a well-respected white woman serve on 
the recruitment and mentoring committee with Adrienne, supported the need to include the 
voices of women and people of color when contributing to what components should be involved 
in a mentoring program. In this situation, Adrienne is able to utilize her navigational capital by 
enhancing her district’s mentoring program.  
Jose. Jose elaborates about his relationship with Mr. Kimmo, his Asian informal mentor. 
Jose shares how he loved the idea of how well Mr. Kimmo got along with the Latino families in 
his district. Jose believes the reason for this is how Mr. Kimmo embraced the Latino community 
and embedded himself into the culture. Mr. Kimmo respects Jose’s heritage and has a desire to 
learn more about connecting with the Latino families. Through this connection, Mr. Kimmo was 
able to learn more about the Latino culture, through Jose. Through the ongoing friendship, Jose 
was able to expose Mr. Kimmo to the various aspects of his culture, including learning Spanish 
and respecting the parents and students when they struggle to speak the English language. Mr. 
Kimmo displayed empathy to the Latino families and was never judgmental, even when families 
experienced judgment from non-minority staff, when visiting the schools within their district. 
Mr. Kimmo also embraced the culture outside of the school setting. If he saw students at the 
store he would try to pronounce words in Spanish to relate to them. He even tried to say jokes in 
Spanish to make them laugh and feel comfortable. Jose knew the parents were not laughing at 
Mr. Kimmo but they were laughing with him, and Mr. Kimmo knew that as well.  
Jason. Jason shares his experiences with mentoring and how it taught him to be more 
culturally responsive as a new principal. Jason admits, being a leader, one has to be culturally 
responsive, sensitive and also differentiate instructional practices to meet the needs of a 
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particular learner from a particular cultural background in the classroom. Being the only African-
American male, Jason faced challenges with stereotypes perceived by white people. Jason 
recalled this experience: 
“I am the only one, an African-American male and I am faced with stereotypes of 
African-Americans not being successful. Obviously, non-minorities see African 
American males at a rapid rate being involved in various types of violence, shootings and 
drug interactions. Therefore, when people look at an African-American male, they 
automatically assume the worst of that person.” 
 
Therefore, Jason believes that being an African-American male, he has to be extra 
positive to ensure that he is not portrayed by white people in his school as the aggressive black 
man. Due to his situation as the only African-American man in his school and district, Jason 
believes race matters when it comes to mentoring. “I think race matters,” he said, “when a white 
person is not able to share with me things that include my cultural background, or they are not 
able to internalize what I'm feeling when it comes to racial issues. It can make the mentoring 
experience even more challenging.”  
Geraldo. Geraldo found race to be a significant influence in his role as an associate 
principal. Having a Latino background made his role challenging as an administrator in his 
school district due to the limited amount of males in administrative roles, in particular, minority 
males, he said. Geraldo felt isolated as a new administrator because he had no one to collaborate 
with who shared his background and cultural experiences. Geraldo believes minority 
administrators bring a different lens to the table when discussing programs and initiatives to 
address minority students’ concerns. Being one of just two Latinos in his district, Geraldo 
believes the topics on African-American and Latino norms, culture, and language are oftentimes 
omitted during professional development and trainings for administrators. Since the focus of 
these trainings are developed from the lens of white administrators, Geraldo believes their lens 
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limits their views, which often are one-sided when it comes to addressing the needs of all 
minority students. The school district oftentimes gears its focus and programs on assisting only 
African-American students, rather than including all ethnic groups.  
Geraldo acknowledges, the social justice lens brings awareness within his school district. 
However, the lens is limited and needs to be further developed at the administrative level. 
Geraldo believes the voices of the Latino population are underrepresented and not well-heard in 
his school district. Since Geraldo is the only Latino administrator, he struggles in being an 
advocate for the Latino students in his district. Rarely is Geraldo’s voice taken into consideration 
when it comes to decision-making or developing programs for students of color. Unfortunately, 
the linguistic and familial capital possessed by Geraldo, is not included in the decision-making 
process regarding Latino families in his school district.  
Irene. Irene shared there are limited concerns around professional development and 
programs toward Asians because the data does not show Asian students needing academic 
interventions similar to African-American students. However, Irene and her informal mentor 
Sarah advocate at various meetings the need to embed more diversity and cultural awareness into 
professional development and training for administrators of color. This process will allow for all 
voices to be heard regardless of race or ethnicity. Nevertheless, Irene and Sarah understand the 
district’s concerns and needs as to why academic intervention programs should support African-
Americans students, since over 50% of its student enrollment represents this ethnic group. 
However, Irene shared, she has not experienced any racial issues as an administrator in her 
school or school district. Irene’s concerns lie more with her gender than her ethnicity.
 Morgan and Dr. Michelle. Dr. Michelle and Morgan shared very similar concerns 
regarding their mentoring experiences in Creekland School District. Both ladies discussed how 
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impactful participating in a mentoring program would have been for them as assistant principals. 
One concern the ladies shared centered on the “positioning of themselves” as African-American 
woman administrators in their school district. Morgan shared how she lacked understanding and 
experience with knowing how to navigate her way through the ranks as an administrator. Dr. 
Michelle agreed, had someone taken the time to coach her through her roles as an administrator, 
maybe she would have been better prepared to place herself in positons for higher leadership 
roles. The ladies acknowledge that it has been challenging for them to move to the principalship, 
even though they have been assistant principals for several years. However, white men and white 
women with fewer years of experiences in leadership have found their way to these principal 
roles within the school district. Morgan and Dr. Michelle struggle to navigate through the politics 
that have hindered their ability to grow and move upward in their school district. 
Morgan shared how the administrative team meetings do not allow for all voices to be 
heard, even though the district is focusing on Culturally Relevant Teaching. The lens this focus 
is promoted through, however, comes from the white male leaders in the school district and not 
the minority administrators. Dr. Michelle shared, the conversations centered on Culturally 
Relevant Teaching include training and professional development geared toward helping 
teachers address the needs of the African-American students, the highest population of students 
in the district. Yet, the ladies shared, there is a great need to provide just as much support to the 
minority administrators, as well. “You have to look out for you,” Dr. Michelle said, “otherwise, 
you can be missed if you remain silent.” Dr. Michelle and Morgan believe this is how the white 
men and white women are able to progress, because they had advocates who knew how to 
support them while providing avenues for the white men and white women to become more 
exposed to greater opportunities in their school district. Due to not having a mentor, Dr. Michelle 
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said, she was not exposed to the “right” people and situations, such as participating on district 
committees, which could have helped her grow and improve as an administrator.  
Leadership Styles 
 
As part of their mentoring experiences, the 13 participants discussed their leadership 
styles during the interviews. Six of the 13 participants in the study described their leadership 
style as a Servant Leader or similar to this role, such as Leader by Example, while four of the 
participants identified their leadership styles as different from a Servant Leader. Three of the 
participants did not directly answer the question and their leadership style was not presented in 
the interviews. As described in research, a Servant Leader is described as someone who displays 
the social responsibility to change the role of leadership by putting the needs of its followers first 
(Graham, 1991; Patterson, 2003). A servant leader changes the focus of influence, by 
emphasizing the ideal of service in the leader–follower model. This focus is on leaders being 
complete followers and having the best interests of those they serve in mind. These leaders know 
those around them as well as they know themselves. This includes how the leaders and followers 
think, feel, believe and behave, along with what they value and why they value it (Poon, 2006). 
 The participants described their leadership styles as one who does whatever it takes to 
serve and lead a school. Some of the characteristics of these leadership styles include service, 
humility, integrity, and dedication. Through these components, the minority principals and 
assistant principals in this study created strong school cultures that promoted high expectations 
with their staff and students. As the participants modeled their various leadership styles — which 
included Servant Leadership, Collaborative Leadership, Transformational Leadership, Altruistic 
Bridging the Gap Leadership, Authoritative/Managerial Leadership and Shared Decision-Making 
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Leadership — as new school leaders, the participants were able to see themselves as change 
agents, tackling social justice, racial, and gender inequity issues within their school districts.  
Jason. Jason discusses his leadership style as one who is a firm believer in displaying 
Servant Leadership within his school. Jason, in particular, considers himself more of a servant to 
the students in his school. “That is my No. 1 goal,” he explains, “to serve the students. I am here 
to do what is best for the students.” However, Jason believes in displaying tough love to the 
students as well. Jason’s relationships with his students includes being firm, fair and consistent. 
Jason believes a Servant Leader can encourage stakeholders to buy into the vision of the school 
leader and implement initiatives to better service students. However, Jason also believes there 
are times when he will make decisions that everyone may not agree upon. Therefore, Jason 
describes other leadership styles that he incorporates into his Servant Leadership, such as leading 
by example. Jason does not ask his staff to engage in a task that he is not willing to perform as an 
administrator. As a Servant Leader, Jason knows there are obstacles with putting others first. 
Jason shared the challenges of being a Servant Leader, especially for social justice. “When you 
are a leader, especially the only African-American male, in a predominantly white school, you 
have other races that are in your school and their needs may not be directly addressed,” he said. 
“Therefore, as a leader, I feel responsible in leading my staff to be culturally responsive.” Jason 
knows, as an administrator, you must advocate for all students, regardless of race, ethnicity or 
gender. Therefore, Jason works to provide his teachers with training on how to respond 
positively to the various demographics of students in his school. Teachers in his school need to 
be culturally responsive, Jason explained, “Teachers must be sensitive and also differentiate their 
instructional practices to meet the needs of all learners, especially those leaners from different 
cultural backgrounds”.   
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Eva. Eva considers her leadership style to be collaborative and one of service. Eva 
understands how important it is to be collaborative because she knows she cannot do this job 
alone. Eva believes her job is to identify the strengths of her staff and support them in those 
areas. Eva does not believe in asking her staff to do any tasks that she herself cannot or will not 
do. For example, Eva helps with serving lunches in the school cafeteria and assists as a crossing 
guard when needed. Similar to Jason, Eva believes her servitude is to the students first, and then 
her school.   
Jose. Jose identifies his leadership style as a Servant Leader. Jose spends the majority of 
his time moving throughout the school and being visible. Jose believes his service is to the 
school and he does whatever it takes to get the job done. Jose supervises the parking lots to 
assists his parents with dropping and picking up their child(ren). Serving in this capacity helps 
Jose to build a stronger rapport with the students and parents in his school. Jose also assists with 
lunch duty, to help him establish relationships with the students by learning their names during 
lunch. Since Jose is an ex-Marine, he also likes to lead by example. Oftentimes, Jose shares with 
his staff that he would not ask them to participate in any tasks which he, himself, would not be 
willing to do. Jose fully believes in the leading-by-example model for his staff and his students.  
Angela. Angela is an all-in type of leader. She does everything as a leader. However, 
Angela pinpoints her leadership style as Servant Leadership. Angela serves constantly. She jokes 
how she could wear an apron to work every day because she is a server at heart. Angela’s 
leadership style consists of ways for her to lead through service. Another leadership style Angela 
exhibits is the belief that everyone should lead in some capacity. Therefore, Angela supports her 
staff and empowers them to take on more leadership roles in her school. Angela enjoys building 
capacity in her staff and encourages them to take on more leadership roles within the school.  
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Melvin. Melvin’s leadership style is leading by example. Melvin believes he is not going 
to ask teachers to do anything that he has not already done or cannot do. Melvin does not believe 
in making excuses. Melvin wants to problem solve and find solutions to the questions being 
asked. Melvin takes his role as a leader very seriously and is passionate about what he does as 
the principal of his school. Melvin explains what he has shared with his staff, “The students need 
us and we have to do what we have to do to make things happen for them. Now is not the time 
for teachers to get patted on the back. Let us reward the students not, ourselves.” Melvin believes 
it is his responsibility to recognize students and encourage them to grow, academically and 
socially, within his school. Melvin believes students need the recognition and teachers need to 
encourage them to move forward and succeed. 
Dr. Johnathan. Dr. Johnathan considers his leadership style to be a collaborative leader. 
Dr. Johnathan believes his formal white male mentor encouraged him to be a leader who believes 
in collaborative leadership, which promotes shared decision-making. Through this decision-
making process, Dr. Johnathan is able to create a collaborative environment that supports buy-in 
from his staff. Dr. Johnathan instills relationship-building in his collaborative leadership to 
support his staff in the decision-making process. Dr. Johnathan believes his ability to create 
positive relationships with his staff, students, and parents is one of his strengths. Therefore, Dr. 
Johnathan believes he is capable of building strong relationships with all people and that is why 
he considers himself to be a collaborative leader. 
Dr. Johnathan considers his informal mentor, Dr. Williams, to be influential in his 
leadership style. Dr. Johnathan credits Dr. Williams with helping him to embed components of a 
Servant Leader as he guides his staff as a new principal. In his eyes, Dr. Williams was the 
undisputed leader of her building. Dr. Williams knew everything that occurred within her 
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building and she held herself accountable to serve students, staff and parents. Her style of 
leadership helped Dr. Johnathan grow as a new principal. He understood, whatever took place in 
his school, whether good or bad, it was his responsibility to address it and make it right. Dr. 
Johnathan had to make himself available to complete any tasks his teachers needed help with. He 
believed his role as a collaborative leader included him stepping up to do whatever needed to be 
done to make his school a success. Through his mentoring with Dr. Williams, Dr. Johnathan 
learned the importance of taking on responsibilities and all that comes with them as a principal 
and a leader. Dr. Johnathan believes in being accountable for everything that occurs within his 
building, as well as holding other staff members accountable for what needs to be done in the 
school. Dr. Johnathan’s collaborative leadership style encompasses coaching his staff and not 
passing the buck. He believes in doing whatever is necessary to get the job done. 
Vince. Vince’s leadership style is more managerial and authoritative. Vince believes in 
being firm with his staff and students. At times his leadership encompasses tough love and at 
other times, it is soft love. Vince shared his leadership style was influenced through his ongoing 
observations of his informal mentor, who was also his director or supervisor. During his 
observations of his director, Vince recalls how his style was more good cop vs. bad cop. At 
times, Vince would interact with his director and play along. Due to this experience, Vince found 
himself using these roles interchangeably depending on the outcome he was trying to accomplish 
with staff and in particular, students.  
In general, Vince believes he leads by example when describing his overall leadership 
style. “I always like to believe I lead by example,” he said. “I am a leader with a vision but also 
think I am very realistic.” Vince believes there are days when you work with your staff and they 
may not be ready to deal with day-to-day issues. As a leader, he steps up and helps whenever and 
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wherever he can. Although Vince does not consider his leadership style that of a Servant Leader, 
some of his leadership skills encompass components of that leadership style. Vince believes he is 
personable with people and a team player. He believes in assisting with various tasks — anytime, 
on any day. Vince’s philosophy is, “We are a group and we have to work collaboratively. We 
cannot be successful in what we do if we are not working together to serve the students.” 
Therefore, Vince believes teachers and administrators need to be equal partners in the school 
setting. 
Irene. Irene does not consider herself to be a Servant Leader; she considers her 
leadership style to be that of a Transformative Leader, but not to be confused with 
Transformation Leadership. Transformative Leadership, as Irene sees it, focuses on the deep 
conversations around the “whys” behind the decision-making processes that occur within her 
school. Irene wants to dig deeper to better understand how to help her students — not necessarily 
quickly — transforming systems, which is what oftentimes occurs in the education system. Irene 
believes in starting and continuing deep conversations around the “whys” in systematic changes 
within her school and even at the district level. In organizing these systemic changes, Irene 
believes all stakeholders should be involved through collaborative teamwork. This collaborative 
process will ensure that all voices are heard when making systemic changes in her school.  
On the other hand, Irene sees 80%of her leadership style as that of one who manages the 
school environment on a day-to day basis. Irene sees herself as a leader who performs 
managerial duties such as scheduling, observing and evaluating teachers, organizing professional 
development, overseeing grants and completing required district and school paperwork, daily. 
Irene also sees herself as an instructional leader. This is an area of leadership Irene truly enjoys. 
She loves the instructional component of leadership, which includes student-centered learning. 
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Irene believes her three leadership styles encompass more than one way of leading. In general, 
Irene’s leadership style varies from Transformative to Managerial or Instructional, depending on 
the day.  
Morgan. Morgan sees herself as a Servant Leader, as well. Morgan believes in getting 
the job done while serving the students and school community. Morgan shared that she 
encompasses the characteristics of a Servant Leader by displaying humility and servitude. 
Morgan understands that she must humble herself to find the answers to the questions she may 
not know. Along with working with teachers to promote a culture that supports the work of the 
school, Morgan believes in advocating for all students. Like most of the participants in this 
study, Morgan believes it is important to put others first, while doing what is necessary to get the 
job done.   
Dr. Michelle. Dr. Michelle described her leadership style as Altruistic Bridging 
Leadership, which is a cross between Servant Leadership and Bridging the Gap. Dr. Michelle 
considers herself someone who bridges the gap between the school and community. Dr. Michelle 
credits her community connection and strong credible reputation as a way to empower her 
parents to grow and become more active in their children’s education. Dr. Michelle believes this 
leadership style is a calling or ministry as she serves the school and community as a leader. 
Similar to other participants in the study, Dr. Michelle has identified servitude as another 
characteristic of her leadership style. Dr. Michelle believes it is important to do whatever it takes 
to lead the school, even if it means working late hours. Dr. Michelle believes in doing whatever 
it takes to get the job done.  
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Leadership and Theoretical Framework 
In regard to the six tenets embedded in the Community Cultural Wealth Framework, the 
mentoring experiences of the principals of color, highlight the capital/assets these minority 
principals bring to mentoring.  One example is the navigational capital which is identified by the 
minority participants as they describe their mentoring experiences in their roles of leadership. 
Five of the thirteen minority participants share how they did not receive support and knowledge 
on how to maneuver through the ranks of leadership which hinders their ability to move up the 
ranks as leaders, beyond the role of principalship. Examples of this capital are shared by Morgan 
and Dr. Michelle, who discuss how their mentoring experiences lacked a formal process which 
did not expose them to various opportunities to navigate through the political structure that is 
embedded in the education system.  
Another example of capital is shared by Geraldo, Irene, Morgan and Dr. Michelle, who 
explain how their social and cultural capital is not valued in the conversations on social justice, 
as a means to address the needs of the African-American students within their school district. In 
these conversations, the opinions and ideas of the minority principals and assistant principals 
have been disregarded and/or not included in the decision-making process. Therefore, the 
mainstream narratives of mentoring from the white dominant culture does not include the 
experiences of the principals of color, as change agents, in this district’s leadership team 
meetings. 
Self-Care 
 
Another area discussed within the study included, the self-care for principals and 
assistant principals in their leadership role. This area was discussed by the thirteen 
participants in the study throughout the interviews as they shared their roles as principals and 
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assistant principals. The participants agreed that this is an area that is often neglected in their 
lives due to their hectic work schedules. Throughout the interviews, the participants shared 
how they are working to better address this area in their lives.  
Vince shared how he believes mentoring of administrators outside of their district will 
provide new principals with different perspectives of leadership. Vince believes whether a 
new administrator is a minority candidate or female or white, the more diverse experiences 
they can receive the better prepared they will be to lead a school.  
Melvin appreciated having the time to just talk and release with his informal mentor, 
Jason. When Melvin was going through doubts regarding his role as an assistant principal, 
Melvin leaned on his supervisor for guidance. He recalls how he had to release to Jason just to 
get through each day. Jason remembers how he would go to Jason’s office each day, at a set 
time, to vent. His informal mentor would say, "All I want you to do is just talk. Just tell me 
what is going on. I am not going to say a word.” Melvin spoke with his mentor regularly, 
regarding his hesitations as a new assistant principal. During these meetings, Melvin shared 
how better he felt, having an opportunity to release his frustrations, until he was empty. 
Melvin’s mentored never interrupted or provided suggestions, he would just listen and finish 
the conversations with, “Do you feel better?” Melvin continued this routine for six months 
and he appreciated the idea that his supervisor was concerned about his well-being and was 
there to help him through his dilemma  
Melvin also gives credit to his formal mentor, Georgia Ann, a white woman who 
encouraged him as well to remain in his position as assistant principal. Melvin recalls how 
positive and supportive Georgia Ann was to helping him get over the hurdles and barriers of 
being a new administrator. Georgia Ann really pushed Melvin and continued to support him 
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even when Melvin felt like giving up. Again, Melvin recognized how his formal mentor was 
promoting the need for self-care through motivational words and daily encouragement.  
Angela shares how hard it is to be a double minority, a woman and an African-
American in her school district. Therefore, she believes districts need to have support systems 
in place to help retain more minorities.  In regard to self-care, Adrienne shares how she and 
her informal mentors plan dinners and babysit each other’s children. Adrienne believes 
building these trusting relationships with her informal mentors has allowed them to reach out 
to each other, for guidance with issues and concerns within their schools. 
Eva shared having her confidante and informal mentor Dr. Eureka to talk to provided 
her with self-care that she needed as a new principal. Eva’s situation is slightly different as 
her recommendation for self-care was more keeping things private and not to share personal 
business with colleagues or her supervisor. Eva learned that self-care is limiting people from 
having access to all of your business. Angela quoted, “Keep people out of your house, keep 
people out of your business.” 
However, Eva did find solace in the Church. At Church is where Eva believes her self-
care played a major role. Due to her living in a small town it was easy for people to have 
access to someone’s personal or professional business. Therefore, Eva relied on her faith to 
get her through moments where she had to overcome barriers with her role as a school 
principal.  Being at Church helped Eva remove herself from the challenges of being an 
African-American woman in a predominantly white school district by centering herself 
around others who have similar backgrounds and experiences like herself. 
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Jason felt comfortable with choosing his Pastor to be his mentor, informally. During his 
time as a new administrator, Jason relied on his Pastor for a variety of things, some being 
personal, as well as, things he struggled with professionally.  
Irene’s self-care centered on her maintaining balance with her professional career, her 
children and being married. To better assist her with these areas in her life, Irene connected 
with women in her district who had similar responsibilities like herself. 
In general, self-care is an area of research that needs to be reviewed as it relates to 
mentoring and principal leadership. As society continues to put more demands on principals, 
the work becomes greater and the time to complete all of the tasks is not enough. Therefore, it 
is easy for new administrators to become overwhelmed with the day-to-day routines of the job 
and neglect time for themselves. Therefore, further research is required to address the benefits 
of self-care and how that will look, with new principals and assistant principals in the 21st 
century. In order to develop and maintain good leaders in our schools, self-care needs to be 
embedded in the mentoring process. 
Conclusions 
 
Overall, the mentoring selection process is a valuable component within mentoring. It 
allows for the mentee to have a connection with their mentors and build a trusting relationship 
during this process. The research suggests, the mentoring selection process should be 
collaborative and allow for the mentee and mentor to have a voice in who they feel comfortable 
with, as they journey through the mentoring process. Based on the responses of the minority 
participants, the race and gender of the mentors proved to be valuable during their mentoring 
experiences. The mentees felt comfortable with someone who shared similar experiences as it 
relates to their gender and racial backgrounds as principals and/or assistant principals. The 
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mentees also found the knowledge provided by their experienced mentors assisted them with 
addressing various situations in their leadership roles. During the interviews, the mentioning of 
self-care was repeated several times by various participants in the study. The need to take time 
for one’s self was not only addressed by the participants but their mentors included this area as a 
form of mentoring, as well. The mentors acknowledged the need, even as veteran administrators, 
to take time away from the position and find an outlet to alleviate stress from their jobs. Per the 
responses of the participants, self-care is crucial to sustaining their leadership roles within the 
school setting.  
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CHAPTER 6: Implications, Limitations, and Conclusion 
 
Introduction 
 
In this Chapter, I will share the implications and limitations of the study, Mentoring 
Experiences of Principals of Color, with a focus on Mentoring and Minority Principals and 
Assistant Principals. In this study, interviews were conducted with 13 participants and an 
online questionnaire was administered over the course of five months. Both the interviews 
and questionnaire address participants’ exposure to formal or informal mentoring. Along with 
the responses from the participants interviewed, I will also incorporate the results from the 
online mentoring questionnaire. Included in this chapter will be research pertaining to the 
significance of mentoring and principal leadership, as well as the limitations that lead to a 
failure to address certain characteristics of mentoring that are vital to the success of new 
principals and assistant principals. This chapter also will address the major themes that arose 
in the study, which align with the research regarding mentoring and principal leadership. 
These themes include: mentor relationships established with the participants and their 
mentors; the gender and race of the mentors; and the leadership styles of the principals and 
assistant principals participating in the mentoring study.  
Research Questions 
 
I will also examine the results of the study and online questionnaire as they relate to the 
two research questions presented in the methodology of this study. The first question addresses 
how mentoring of minority principals and assistant principals supports their leadership practices 
in the school setting. Participants discussed at length how mentoring played a role in developing 
their leadership styles as new principals and assistant principals. The participants also explained 
how they incorporated their leadership style into how they lead their schools.  
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Based on the findings, the research question regarding mentoring and leadership, as it 
relates to principals of color, supports mentoring as a means to build leadership capacity. The 
principals of color reference how their mentors helped them with their decision-making skills, 
while assisting them with problem-solving strategies as leaders of their schools. Therefore, the 
mentoring process builds leadership skills of these principals of color through dialogue and 
knowledge acquired by the mentors. As part of the mentoring process, the mentors and mentees 
build relationships that encourage leadership skills that include: decision-making, collaboration, 
and shared leadership. 
The second research question examines how informal and formal mentoring support the 
role of minority principals and assistant principals. Although there is limited research on 
informal mentoring, based on the findings, informal mentoring proved to be more beneficial 
especially, when building mentoring relationships outside of the school community. As indicated 
in the study’s findings, the minority participants provided in-depth responses regarding their 
mentoring experiences and mentor-mentee relationships as they relate to their formal and/or 
informal mentoring.  
In regard to the role of informal mentoring in the mentoring process, the minority 
participants shared how their experiences with their informal mentors included personal 
relationships beyond the workplace. The principals of color shared how their relationships with 
their mentors grew into friendships, during the mentoring process. Based on the mainstream 
narratives regarding mentoring, informal relationships are not emphasized in the research, more 
or less, the effects of these informal relationships leading to on-going and lasting personal 
connections. Therefore, these informal, personal relationships are not only valuable to the 
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mentoring experiences, but they can enhance the professional growth of both the mentor and 
mentee.  
In reference to self-care, the informal mentoring process supports the need for principals 
of color to seek opportunities for self-care. Through the informal/formal mentoring experiences, 
novice principals are encouraged to not only utilize their mentors for guidance and support but to 
seek outside support systems such as, spiritual leaders, members of a sorority and/or fraternity, 
and social groups. Encouraging principals of color to actively engage in relationships outside of 
the school culture can provide for a stronger and more diverse support system for these novice 
principals and assistant principals. 
Participants’ Background in the Study 
 
The participants in this study consist of two Latino men, five African-American men, 
five African-American women and one Asian woman. The study included a diverse group of 
individuals to develop a more holistic picture regarding the lack of mentoring for minorities in 
leadership roles. The participants in this study shared how beneficial their mentoring 
experiences were in supporting them as new administrators in their schools. Nine of the 13 
participants who participated in the study experienced informal mentoring which allowed 
them the autonomy to select their mentors themselves. These participants selected informal 
mentors who were either colleagues, supervisors or friends in similar positions. During their 
mentoring the participants could confide in their informal mentors in a safe space while 
receiving the support and guidance needed to lead their schools. Meanwhile, four of the 13 
participants who experienced a formal mentoring program appreciated their experiences as 
well, although their mentors were randomly selected. Nevertheless, all 13 participants 
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experienced some form of informal mentoring in one capacity or another as new principals 
and assistant principals. 
 In this study, there was equal representation of men and women interviewed. Of the 
13 candidates interviewed, four work in urban settings, one in a rural setting, five in a 
suburban setting and the remaining three in small towns. The questionnaire participants’ 
demographics include: 10 percent metropolitan, 2 percent small city, 8 percent small town, 38 
percent urban and 40 percent suburban. Based on the questionnaire and interview portion of 
the study, it appears many of the participants came from diverse demographic settings. Ten of 
the 13 interview participants worked in their school districts as teachers prior to being 
promoted to an administrative position. The minority participants also discussed their 
struggles with navigating through their duties and responsibilities of being a new school 
principal and assistant principal in predominantly white school districts. 
The participants interviewed shared whether they had participated in a formal or 
informal mentoring program during their first years as school leaders. Based on the data 
gathered through the questionnaire and interviews, nine participants in the study received 
informal training as new administrators and more than 50 percent of the participants from the 
questionnaire received informal mentoring. Four participants who were interviewed received 
formal mentoring and less than 49 percent of the online participants received formal 
mentoring as new administrators. 
Although the data collected from the questionnaire provides limited information 
regarding mentoring experiences, it does share common themes with the interviewees. In 
alignment with the interviews, the questions presented in the questionnaire highlight the 
general ideas centered on mentoring and the types of mentoring the participants experienced. 
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Based on the questionnaire, 41 out of 43 participants experienced some form of mentoring, 
whether it was formal or informal. Also, 40 percent of the online participants remained in 
contact with their mentors beyond their mentoring experiences. The vast majority — 80 
percent of online participants — shared that their mentoring was beneficial. However, the 
experiences from the interview participants will provide for a more in-depth perspective of 
mentoring for minority principals and assistant principals. 
Mentoring Research 
 
The significance of mentoring to prepare educational leaders has been an ongoing 
discussion within the educational field for many years. Based on the research, mentoring and 
co-mentoring relationships are important avenues for gaining the personal and professional 
skills needed for career advancement. Both new and veteran professionals can benefit from 
proactively engaging in the mentoring process (Kochan & Trimble, 2000). In this process, 
relationships must be open and built on trust to maintain, transform or dissolve relationships 
as appropriate (Kochan & Trimble, 2000). Mentoring of new principals can create a strong 
professional culture in schools, and form relationships with colleagues to collaboratively work 
to increase the engagement of learning amongst students (Hargreaves & Fullan, 2000). 
Mentoring should be an active process where the mentee is proactive in approaching 
and seeking a mentor. Through this collaboration, success will come with a good mentor-
protégé relationship (Graves, 2010). As new principals begin tackling the daunting tasks of 
leading schools, they report a tremendous value in receiving honest feedback from someone 
they trust. The idea of trust encompasses both the emotional support and expertise of 
particular skill sets and knowledge (Dukess, 2001). Mentees need to believe that the feedback 
they receive is embedded in honesty and real expertise by their mentor. Mentors and mentees 
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must cultivate trusting rather than competitive relationships, as the latter prevents a mentor 
from acting in the best interest of the mentee.  When mentors present themselves as accepting 
their protégé’s fears, opinions, inadequacies and triumphs, the mentees understand that it is 
normal to make mistakes, and learning from these mistakes will allow for positive risk-taking 
to occur (Krueger et al., 1992; Boylan, 2013). 
For new principals, the task of leading a school can be challenging and at times 
overwhelming in their first years of administration. One way that many districts try to address 
these challenges is to provide for a formal mentoring program for new leaders (Saban & 
Wolfe, 2009). Principal leadership and mentoring is important as evidenced in the research. 
When school principals were asked to identify an important component of their preparation, 
they most often identified other school administrators as their primary source in helping them 
become school leaders (Malone, 2000). Based on the interviews, 13 participants relied on 
their supervisors to provide support and guidance to them as they navigated their roles as 
principals and assistant principals. The participants shared the importance of having someone 
who already has experienced similar situations to those they were encountering as new 
leaders, such as student discipline issues, conversations with difficult parents and ongoing 
staff concerns. Therefore, the mentoring process becomes more meaningful when the mentor 
can provide guidance and support to a protégé based on knowledge and experiences.  
Per the research, mentoring helped principals throughout their careers. In these 
relationships, the mentor “leads instead of manages, empowers instead of controls, and is 
reflective and not critical,” while affording the new principal the opportunity to learn how to 
lead. Mentoring relationships may also aid new principals in establishing a network of peers 
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and experienced professionals who can provide support and guidance (Curry, 2009). Some of 
the participants shared their experiences with mentoring. 
Vince did not participate in a formal mentoring program, and he shares how having 
informal mentors outside of his normal space provided him with a different perspective on 
leadership while also helping him as a new administrator. Vince believes whether a new 
administrator is a minority candidate, regardless of race or gender, the more diverse 
experiences they can receive the better prepared they will be to lead a school. Therefore, 
Vince sees the importance of mentoring, especially for new principals and assistant principals. 
Angela’s district did not provide a formal mentoring program. For Angela, the following is 
true:  
“I think our district needs to do a better job of supporting new administrators, in 
particular, minority administrators. When you have mentoring in place, when you have 
the supports in place, it improves retention of principals and assistant principals.” 
Without mentoring, according to Angela, her district lacks successful retention of great leaders 
in the roles of principals and assistant principals.  
 Dr. Johnathan did participate in a formal mentoring program. Through this program, 
Dr. Johnathan was supported throughout the school year with the challenges he faced with 
staff, students and parents. His mentoring also allowed him to incorporate ideas that led to 
improvements in his school and with his staff through a collaborative decision-making process. 
Overall, Dr. Johnathan believed his formal mentoring experiences provided him with the 
necessary tools and support he needed as a first-year principal. 
Per the research, mentoring is beneficial for new leaders in any organization. The 
ability to support and guide new leaders, will only enhance the work environment of an 
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organization and build stronger, competent employees. Mentoring, in a formal sense, also 
provides for a structured process that focuses on specific areas and needs of a novice 
employee. However, a crucial component of a mentoring program is, the process of selecting 
a quality mentor. This process should include a mentor who is vested in the mentee and the 
work he or she does for the organization. Along with having the desire to learn from their 
mentee and the willingness to be reflective as a mentor. Mentoring overall, is very beneficial 
and provides new employees and/or leaders the opportunity to work with experienced or 
veteran employees, regardless, if the mentoring is formal and/or informal. 
In regard to the study, the participants shared, how they valued their mentoring 
experiences by having a mentor who provided support and guidance to them in their 
leadership roles. The participants discussed how their mentors had a vested interest in them 
and the desire to see them succeed as principals and assistant principals. The mentors of the 
participants encouraged them to have a voice and be risk-takers, as leaders in their schools. 
The participants also described their informal and/or formal mentoring experiences in a 
positive manner; especially, since the three of the thirteen participants had the ability to select 
who they wanted to mentor them in a formal mentoring program. In general, the participants’ 
experiences, correlate with the mentoring research, as it pertains to, the benefits of mentoring 
and effects with supporting new administrators.   
Mentoring Relationship 
                                                                           
Another component of mentoring is the mentee-mentor relationship, which is valuable 
in assisting with creating positive interactions between the informal and formal mentors and 
mentees. These relationships enhance the skills of both the mentor and mentee through 
continued observations, peer coaching, and providing support that extends beyond the 
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classroom. The process of selecting good mentors include certain qualities usually possessed by 
those who are chosen to take on such roles (Graves, 2010). These qualities included someone 
who listened to their concerns, being reflective and allowing the minority participants to work 
through their situations and challenges.  
Although the formal mentors in this study allowed for the participants to resolve 
conflicts on their own, many of the minority participants felt this was more procedural than a 
form of guidance and mentoring. However, the informal mentors in the study allowed for the 
minority participants to express personal concerns or even frustrations, without repercussions, 
regarding the challenges faced daily by the new leaders. Ten of the thirteen participants shared 
personal conversations centered on racial issues and inequities within their schools and school 
districts. The ability to have honest conversations in a space in which they felt safe provided 
comfort to these participants. 
The research literature on mentoring principals aligns with the responses of the 
participants from the interviews in this study. Ongoing research suggests mentoring programs 
as a meaningful tool when developing vital relationships between veteran and new employees. 
One type of mentor is a trusted and experienced supervisor who mutually takes an active 
interest in the development of less experienced individuals (Mertz, 2004). Or, it may be 
someone from whom advice is sought and valued by someone else requesting advice or 
suggestions (Mertz, 2004). However, the outcome of the mentoring program can provide 
varying results for the mentee and mentor depending on how successful the relationship.  
During the study, the participants shared their relationships with their mentees. The 
participants discussed how their mentors provided advice to them with situations concerning 
student discipline and working with staff. The participants valued the guidance from their 
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mentors due to their mentors’ previous or current experiences as principals or assistant 
principals. The participants especially utilized their supervisors or colleagues as their informal 
mentors, which eventually led to trusting relationships. Four out of thirteen participants’ 
received formal mentoring experiences and their experiences are highlighted below. 
When Dr. Johnathan participated in the Greenland Mentoring Program, he was 
assigned a mentor who was previously a high school administrator. Dr. Johnathan did not feel 
he would get the best out of his mentoring experience and therefore requested a principal with 
Kindergarten through eighth-grade experience. This change proved to work for Dr. Johnathan 
because his mentor from Greenland’s Mentoring Program prepared him for what to expect in 
his role as a new principal. 
Adrienne shared her experiences with formal mentoring. She described the KIDS 
mentoring program as one that randomly matches retired principals with new principals. Since 
Adrienne’s informal mentor, Mary Lynne, was now working for the KIDS Mentoring 
Program, Adrienne knew Mary Lynne would find the right mentor for her as a new principal. 
Adrienne appreciated her selection with her formal mentor, Maggie, because Maggie’s 
leadership style mirrored how Adrienne led her school. After observing Maggie, Adrienne 
had the utmost respect for her. As Maggie continued to mentor Adrienne, a trusting 
relationship was formed between the two. 
Although John had well over 30 years of experience in education and 16 years as an 
administrator, he was still required to participate in a structured mentoring program. John 
recalls his mentoring experience to be very reflective as a principal. John’s mentor-consultant 
in the formal mentoring program helped John focus on duties and situations designated to the 
role of a principal, such as reviewing his daily responsibilities as an administrator. The mentor 
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also guided John in evaluating the instructional practices occurring within the classrooms and 
informed him on how the operations and business aspect of a budget is implemented at the 
school level. With all of the support John received in these areas, he described his mentoring 
experiences as structured and well-organized. Although John did not have input in the selection 
of his mentor, he knew she had his best interests at heart as she provided him with supportive 
and ongoing mentoring. 
When Jason was a new assistant principal the district had endured a high rate of 
turnover with assistant principals. As a result, district leaders decided that implementing a 
mentoring program for these new administrators was wise, and Jason had the opportunity to 
participate in this process. Jason remembers how his mentoring took place with his formal 
mentor when he became an assistant principal. Most of the mentoring occurred at their places 
of work, at each other’s schools, or in their designated offices. Jason’s mentors allowed him 
to observe different settings within the school and gave him the opportunity to sit in on 
various meetings throughout the school day. Overall, Jason considered his formal mentoring 
experiences professional and straightforward, with little discussion around his personal life. 
Based on the study, Dr. Johnathan, John, Adrienne and Jason, participated in a formal 
mentoring program as new principals and assistant principals. Each of these participants 
described how their mentors where selected through a designated program. They each agree, 
their mentors brought valuable information to their experiences and provided the necessary 
support they needed as new leaders in their schools. However, the most significant component 
of the participants’ mentoring experiences, was the ability for these individuals to have input 
into the decision-making process of selecting their own mentors. In most formal mentoring 
programs, the process of selecting mentors usually does not include a collaborative process. 
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Normally, the mentor selection process is done randomly, within a formal mentoring program. 
Therefore, per the research, allowing mentees to select or request mentors, will not only 
enhance the relationship between the mentors and mentees but make the mentoring process 
more successful.  
Race and Mentoring 
 
The next theme discussed by participants in the study included the race or ethnicity of the 
formal and informal mentors. To support this theme in the study, I will focus on the Critical Race 
Theory, with an emphasis on Community Cultural Wealth. I will use this Framework to further 
develop the need for mentoring programs in the field of education as it pertains to minority 
principals and assistant principals. Looking through the lens of the Community Cultural Wealth 
framework, it focuses primarily on People of Color.  The Community Cultural Wealth addresses 
how the dominant groups within society are able to maintain their power because accessibility is 
limited to acquiring and learning strategies to utilize these various forms of capital for social 
mobility. Therefore, Cultural Capital is not just inherited or obtained by the middle class, but 
rather it refers to a gathering of varied forms of knowledge, skills and abilities that are identified 
by the privileged groups in society. CRT shifts the center of focus from ideas and beliefs of 
White, middle-class culture to the cultures of Communities of Color. This lens reveals 
accumulated assets and resources in the histories and lives of Communities of Color, which 
allow for the voices and storytelling of minority principals, as they lead in diverse populated 
schools.  
 Critical Race Theory, better known as CRT, began as a body of legal scholarship 
examining the ways in which laws interpreted unequal protection of rights and privileges in 
American society (Crenshaw, Gotanda, Peller, & Thomas, 1995). Critical Race Theory is a 
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framework that can be used to examine and challenge the ways race and racism outwardly 
silence the social structures, practices and discourses within White America. As a theoretical 
framework in this study, Critical Race Theory examines the “unequal and unjust distribution of 
power and resources along political, economic, racial, and gendered lines” (Taylor, 2009). 
Alongside its firm stance against notions of racial essentialism, CRT asserts that the social 
realities of people of color give them experiences, voices, and viewpoints that are likely to be 
different from mainstream, dominant society.  
In a study by Enomoto, Gardiner and Grogan (2000), three interviews were conducted 
by three women of color in predominantly white male organizations. These women discussed 
how being black females took a toll on their self-esteem as leaders. The respondents also 
mentioned how they viewed themselves as Black first, then a woman second (Enomoto et al., 
2000). Along with the challenges of being a person of color in the school system, the women 
shared their personal experiences under the mentorship of their white counterparts. As 
protégées in the mentoring program, the women felt it important to have a mentor who cared 
for them and about their successes regardless of race or gender (Enomoto et al., 2000). These 
mentoring relationships consisted of providing support and encouragement along with a 
nurturing environment for the new leaders (Enomoto et al., 2000). 
In the study, 13 women and men of color share similar experiences of working in 
schools that have limited minority leadership. The minority participants share their challenges 
of being the only person of color in an environment that lacks a formal mentoring program. 
Based on the interviews, it is evident that if these principals and assistant principals had more 
leaders in their districts who looked like them, then their leadership experiences in their 
schools and school districts would have been less stressful. Therefore, having a diverse 
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mentoring program that better represented their cultural backgrounds or experiences would 
benefit these minority leaders. Establishment of this sort of diverse mentoring program will 
help to minimize frustrations and challenges faced by the minority participants whose 
workplace is limited in diversity. Therefore, establishing an effective mentoring program that 
incorporates diversity, would prove to be a more successful process. The participants in the 
study, share the role of race, as it relates to their mentoring experience.   
John believes having a minority male mentor would have made a difference in his role 
as a new principal. Although John’s mentor through the formal mentoring program is a 
woman of color, John was slightly uncomfortable working with his mentor because he knew 
his mentor was a good friend of his superintendent. However, John was concerned with his 
mentor sharing information regarding his struggles with his leadership skills, as he 
participated in the formal mentoring program. Therefore, he was not comfortable with what to 
expect from her and how she would help him. Nevertheless, John and his formal mentor 
developed a good rapport with each other and established a genuine professional relationship.  
Adrienne reflects on how having a mentor of color would have helped support her as a 
new principal, especially since the school district has limited representation of minority 
administrators. Adrienne believes having an African-American female mentor would have 
been an improvement to her mentoring experiences. Unfortunately, she did not have that 
opportunity.  
Being the only African-American male, Jason faced challenges with stereotypes 
perceived by white people. Jason believes he has to be extra positive to ensure that he is not 
portrayed as “the aggressive black man” by white people in his school. Due to his position as 
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the only African-American man in his school and district, Jason believes the racial makeup of 
mentors matters.  
Geraldo believes minority administrators bring a different lens to the table when 
discussing programs and initiatives to address minority students’ concerns. Being only one of 
two Latinos in his district, Geraldo believes the topics on African-American and Latino 
norms, culture, and language are oftentimes omitted during professional development and 
trainings for administrators.  
Dr. Michelle and Morgan believe that white men and white women have a career-
progression advantage because they enjoyed the benefit of having advocates who knew how 
best to support them, providing avenues for the white men and white women to become more 
exposed to greater opportunities in their school district. Dr. Michelle shared that due to not 
having a mentor, she was not exposed to the “right” people and situations, such as district 
committee assignments which could have helped her grow and improve as an administrator. 
In the study, the participants expressed the need to have their voices heard and input 
included in district policies and procedures as they relate to people of color. Therefore, 
allowing minority administrators to have a voice in sharing their cultural stories and having 
those stories respected and heard by all, inevitably enhances the school and/or district climate. 
Elevating the voices of principals of color brings more diversity to the conversations, while 
also promoting positive relationships between teachers, students and administrators. 
Since the mentoring trainings were developed through the lens of the dominant 
culture, Geraldo, a Latino male, and associate principal at Jackson Middle School, believed 
this led white administrators to limit their views when it comes to addressing the needs of all 
minority students. Vince shared how important it is for the people who are organizing a 
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mentoring program for administrators to be creative and inclusive of minority voices in the 
decision-making process. Irene, an Asian woman who is an associate principal in Creekland 
School District, shared how she and her informal mentor, Sarah, a Filipina woman, had quite 
a few discussions in their district around the need to incorporate minority voices on the topics 
presented for professional development to address the concerns of all ethnic groups. It, 
therefore, becomes imperative that people of color advocate their own counter-narratives, 
especially through story-telling, which can be embedded in their ongoing cultural experiences 
(Tate, 1997).  
The study also addressed how the participants interviewed experienced feelings of 
isolation as principals and assistant principals of color. This area supports the research as it 
pertains to the CRT and the limited voices of minorities in predominantly white schools and 
school districts. The principals and assistant principals in the study were either the only 
minority administrator or one of a few in their school district. These participants expressed 
how challenging it was for them, as minority administrators, to navigate through the racial 
issues they experienced in their predominantly white school districts. The participants shared 
their feelings and views: 
Geraldo felt isolated as a new administrator because he had no one to collaborate with 
who shared his background and cultural experiences. Adrienne reflected on how having a 
mentor of color would have helped support her as a new principal, especially since her school 
district has limited representation of minority administrators. Said Jason: “I think race 
matters. When a white person is not able to share with me things that include my cultural 
background or they are not able to internalize what I'm feeling when it comes to racial issues, 
it can make the mentoring experience even more challenging.” Morgan and Dr. Michelle have 
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feelings of isolation as administrators as well, even though their school district has seven 
minority administrators. Due to the fact that the minority administrators are spread out in the 
various schools, there is little time for them to collaborate or share ideas. 
In general, the race or gender of the person as a mentor is as important as the 
connection between the two participants in the mentoring process. It appears the relationship 
that is built and maintained during the mentoring process is more valuable than someone who 
is put in the role as a mentor based on traits or characteristics required in the program. It also 
appears that informal mentors may provide for the most successful type of mentoring for new 
minority principals and assistant principals, due to the ability to include more diversity in this 
mentoring process. Although some participants referenced race as not being important, the 
idea that some of them experienced some form of isolation, as minority principals and 
assistant principals, may present a contradiction, regarding their experiences with race and 
mentoring. 
Gender and Mentoring 
 
Another theme in the study regarding the participants’ experiences with mentoring 
centered on the importance of gender and how this component played a role in the 
relationship-building process between the mentors and mentees in this study. The four 
participants who experienced a formal mentoring program did not have input into the gender 
of their mentors. As these four participants shared their experiences about their mentoring, it 
was mentioned how helpful it would have been to have someone of the same gender assist 
with providing guidance and feedback on gender-specific issues. Also, six of the women 
interviewed supported the benefits of having someone they could relate to as women in 
leadership. The women also appreciated the support of other women in leadership who 
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experienced success as principals or assistant principals. The stories of how these women 
overcame barriers and managed to grow as administrators were encouraging and motivating 
for the women interviewed. Likewise, the seven male participants appreciated the idea of 
having male mentors to collaborate with and provide guidance in regard to their experiences 
with mentoring and leading a school. However, two participants in the study did not have an 
opinion either way with gender. Although gender plays a role in the mentor-mentee 
relationship, the leadership experiences of these mentors carried just as much weight.   
In reference to gender in the study, one consistent fact that arose throughout the 
interviews included how nine participants had favorable experiences with white men as their 
mentors. This fact is surprising, as one would think having a minority to mentor another 
minority would be more ideal for a successful mentoring experience. Nevertheless, the 
following participants shared that their mentoring relationships with their white male mentors 
were successful and positive.  
The six participants who experienced positive relationships with their white male 
mentors, alluded to how supportive their mentors were and the strong connection they had 
working with them. The white male mentors were more like coaches and provided 
encouragement as needed to the minority participants, as they pursued the administrative 
careers. The minority males connected to their white male mentors because they had similar 
interests such as, being married and raising a family. Also, the minority participants, woman 
or men, felt respected by the white male mentors and appreciated the knowledge they shared 
during their mentoring experiences. Overall, the minority participants included their 
mentoring experiences with their white male mentors as a positive influence in the 
development of their leadership skills, as novice school principals and assistant principals.  
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Leadership and Mentoring 
 
The final theme that I will address in the study pertains to the leadership styles of the 
participants. The participants described their leadership styles as one who does whatever it 
takes to serve and lead a school. This focus is on leaders being complete followers and having 
the best interests of those they serve in mind (Poon, 2006). Some of the characteristics of this 
leadership style include service, humility, integrity, and dedication. 
The mentoring process as leadership development provides strategies for new minority 
principals to gain more knowledge in which experienced principals think and make decisions, 
while solving cognitive and social development concerns (Newcomb, 2011). Principal 
leadership is important in promoting schools with shared visions and norms centered on 
instruction, and accountability for student achievement, while creating rewards and incentives 
for teachers to improve their practice (Spillane et al., 2004). For many beginning minority 
principals, this is their first leadership position within a school setting, and therefore these 
new leaders need to be nurtured as they face challenges and make hard decisions while on the 
job (Boerema, 2011). The most common approach to leadership development is providing 
training to novice minority principals in the needed skills affiliated with successful leadership 
such as interpersonal communication, team-building, coaching, and mentoring. 
In this study, I will address two leadership roles that are relevant to principal 
leadership and the influence of school culture: Distributive Leadership and Transformative 
Leadership. Transformational leaders transform the personal values of followers to support 
the vision and goals of the organization by fostering an environment where relationships can 
be formed and by establishing a climate of trust in which visions can be shared (Stone, 
Russell, Patterson, 2003). Transformative leadership is not only a function of what a school 
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principal knows or does but it also encompasses the activities engaged in by leaders through 
the interaction of others in particular context around certain tasks (Spillane et al., 2004). The 
Distributive Leadership perspective shifts the unit of analysis from individual principals and 
teachers to the collaboration of leaders, followers and the situation that given activity is from 
(Spillane et al., 2004).  
In recent years, society has experienced a paradigm shift with the role of leadership in 
schools and businesses. Businesses and nonprofit agencies are moving away from the 
traditional, managerial role of leadership to more of a servitude model of leadership. Servant 
Leadership works to build relationships with others and seeks to involve all stakeholders in 
the decision-making process. Servant Leadership has a strong foundation based on ethics and 
caring behavior, and strives to enhance the growth of the workers, while improving the 
quality of the organizational life. (Spears, 2000). Overall, the Servant Leadership model 
encompasses characteristics of both Distributive and Transformative Leadership that can 
benefit new principals and assistant principals leading a school. 
In regard to the study, six of the 13 participants identified themselves as servant 
leaders, or having a leadership style similar to servant leadership. Some of these leadership 
styles discussed in the study include, Leading by Example, Collaborative Leadership and 
Transformational Leadership. Four of the participants identified themselves as having 
different leadership styles, yet still encompassing some characteristics of a servant leader. The 
study highlights those participants who have identified their leadership as a Servant Leader. 
In regard to Servant Leadership and Transformative Leadership, the six participants, 
shared similar characteristics as to what these leadership models look like in their schools. 
The participants mentioned how they encourage stakeholders to buy into the vision of the 
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school as a leader, while implementing initiatives to better service students. They all believe 
you need to do whatever it takes to get the job done and work to serve constantly, whether it 
is for the students or staff in the school community. Finally, the six participants believe 
humility and servitude are embedded in their roles as Servant Leaders and as a 
Transformative Leader. In general, those who are leading as a servant leader change the focus 
of influence by emphasizing the ideal of service in the leader–follower model.   
Limitations of the Study  
 One limitation within this study consist of the data collection process which centers on 
the results from the online questionnaire. Initially, I intended the questionnaire to be for minority 
and non-minority principals in the state of Illinois. Unfortunately, the data results from the 
questionnaire did not represent the total population of principals throughout the state of Illinois. 
The results are limited, and with minimum participation from non-minority principals. Therefore, 
the sampling with the questionnaire is skewed and is not inclusive of all racial and ethnic groups. 
Another limitation of the questionnaire may be caused by the research study title, “The 
Mentoring Experiences of Principals of Color”, and the assumption when I sent out the 
questionnaire, that the questionnaire was intended for minority participants, only, and not 
inclusive of non-minority participants. Therefore, the results of the questionnaire include a 
sampling of forty-five participants; with over ninety-five percent of the responses representing 
people of color and five percent representing non-minorities. 
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Implications for Further Research  
Leadership Styles            
 While conducting this study a few themes arose around the gaps in the research as it 
pertains to mentoring and minority principals and assistant principals. First, there is a need to 
have more in-depth research on the various styles of leadership included in this study. As shared 
by the participants, each person’s leadership style represents some form of modeling, serving, as 
well as managing. Therefore, leadership in previous years related to school leaders embraced 
tasks that included scheduling, evaluating teachers, budgeting and disciplining — no longer the 
norm when it comes to leading a school. However, establishing personal connections, serving 
others and empowering staff to become involved in decision-making are characteristics of 
leadership represented by the principals and assistant principals in this study. Although the 
research in mentoring includes various styles of leadership, Servant Leadership is one that has 
not been fully developed as it relates to mentoring. Therefore, a recommendation to include more 
research on Servant Leadership and its connection to mentoring will benefit new and 
experienced principals and assistant principals in the mentoring process. Based on the responses 
of the nine out of thirteen minority participants, this leadership style appears to be more of the 
norm than an exception, when it comes to leading a school.  
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White Male Privilege 
 Another limitation or implication in this study is, white men serving as mentors and the 
significant roles their white privilege plays in mentoring minority principals and assistant 
principals in this study. Ten participants expressed that they had favorable experiences with 
white men as their mentors. Whether it was in a formal or informal setting, the principals and 
assistant principals appreciated the support from the white male leaders. This finding in the study 
is considered an outlier, due to the idea that minority leaders would favor a mentor with similar 
cultural backgrounds and relatable experiences compared to a non-minority mentor.  
The participants in the study shared how they believed the white male mentors served 
as effective mentors because they allowed for the mentees to have a voice in making decisions 
and provided ongoing support to the new principals and assistant principals. The participants 
shared similar experiences with the minority mentors. However, it appears more white males 
are placed in the roles of mentors due to the limited number of minority leaders within the 
school districts. Therefore, white males will be more favorable in the mentoring process 
because there is a higher number of them in leadership roles compared to minorities in the 
school districts identified in the study.  
This information shared by the six participants regarding their experiences with white 
men supports the research on how privilege plays a role in the voices of the dominant culture 
and their experiences in society compared to people of color. One example of this is shared by 
Eva, an African-American participant in the study. Eva shared how she truly respected her 
white male informal mentor but when she decided to change her hair style to a natural, or 
Afro, it changed her relationship with her mentor and other white teachers in her district. 
Although her white informal mentor was not an educator she valued her relationship with him 
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and the guidance that he had provided. Unfortunately, due to this situation, Eva had to wear a 
wig to alleviate attention from her natural hairstyle and to maintain her relationship with her 
mentor. Instead of embracing Eva’s hairstyle and culture, Eva’s mentor was comfortable with 
her previous look because he assumed that it did not connect her to being a woman of color. 
Due to this situation, Eva believes, it changed how her mentor viewed her as a principal in her 
school. This micro aggression is another form of how the views of the dominant society, can 
hinder the voices and actions of a marginalized group. Therefore, Eva’s mentor represents 
how a white male in leadership may marginalize People of Color and affect their outcomes 
and stories as school administrators 
Therefore, the white male mentors in the study, are able to share the expectations 
regarding the roles of principals and assistant principals in the school setting because they 
have been embedded in the conversations and discussions surrounding these positions. Based 
on the research, Community Cultural Wealth is not just inherited or obtained by the middle 
class, but rather it refers to a gathering of varied forms of knowledge, skills and abilities that 
are identified by the privileged groups in society. The Critical Race Theory shifts the center of 
focus from ideas and beliefs of White, middle class culture, to the cultures of Communities of 
Color. Therefore, minority leaders must find a way to become more exposed to the various 
discussions and decision-making, around leadership roles and mentoring. This will allow for 
more diversity in the mentor-mentee relationship-building process during the mentoring 
experience. Also, having a mentoring program with the voices of people of color embedded 
will take away the notion that only white men in positions of power can provide future leaders 
with the knowledge and skills needed to be principals and assistant principals. 
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Recommendations 
# 1 Mentor Selection Process 
 
The selection process in mentoring needs to be collaborative. Both mentor and mentee 
should have input in selecting who they choose to work with in a formal mentoring program. 
Per the interviews, the four participants who were involved in a formal mentoring program 
did not have the opportunity to choose their mentors. The participants believed their selected 
mentors were qualified and sincere in helping them be successful leaders; nevertheless, the 
personal mentor-mentee relationship was missing. The participants shared how they separated 
their professional and personal relationships with their mentors to keep the experiences as 
genuine as possible. However, the informal mentors of the participants looked very different. 
The participants shared how they developed personal relationships with their mentors that 
extended beyond the school environment. The participants and their informal mentors planned 
family gatherings, attended social events, and engaged in personal conversations centered on 
their concerns within their schools and school districts. The participants also discussed how 
their relationships with their informal mentoring extended past their first years as new 
administrators. As part of the mentor-selection process, the participants selected their informal 
mentors by way of a supervisor, colleague or personal confidante. The participants in the 
study discussed how vital these informal relationships were in their mentoring experiences 
because they provided opportunities for the mentee to have trusting and safe relationships 
with their informal mentors. Overall, the participants were able to share their honest feelings 
as new leaders running a school without the risk of losing their jobs.  
# 2 Components of a Mentoring Program  
 
The participants were asked to share their ideas on what a mentoring program should 
look like for new principals and assistant principals as they navigate through roles as leaders 
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of a school. In triangulating their suggestions, I came up with five components that arose 
throughout their responses: 1) training on managerial skills, such as, scheduling, budgets, and 
discipline; 2) understanding legal matters with special education; 3) ongoing professional 
development in the areas of teacher evaluations and having difficult conversations with 
parents; 4) Self-care; 5) developing stronger leadership styles. The participants in the study 
agree that providing more assistance and guidance in these areas identified for a mentoring 
program will better prepare future leaders as school administrators. 
Also, the participants in the study struggled in the areas of isolation as leaders in their 
district; racial tension with staff and community members; lack of experiences with 
completing documents at the administrative level; evaluation of staff; and understanding 
Union issues. The participants shared their frustration with these concerns and the lack of 
support from District administration to help overcome the barriers on the job. The minority 
participants agree that a formal mentoring program embedded with these expectations for the 
job would have provided greater guidance for them as new principals and assistant principals. 
Conclusion 
 
Mentoring is crucial in its role in leadership development and internship experiences. 
As relationships in mentoring grow and mentees gain skills and knowledge, they become 
capable of paying it forward to other future leaders and even those who mentored them in 
their development (Newcomb, 2011). Mentoring of new principals can create a strong 
professional culture in schools, and form relationships with colleagues to collaboratively work 
to increase the engagement of learning amongst students (Hargreaves & Fullan, 2000). 
Minority leaders of a school focus on developing and maintaining a successful school culture 
by living and sharing their stories, as they strive to gain greater Cultural Capital in 
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predominantly non-minority schools. The mainstream narratives within the mentoring process 
include the views of the white dominant culture which tends to disregard the voices and 
experiences of people of color. Therefore, the ability to have the principals of color use 
Counter-storytelling to highlight these examples of capital will benefit the mentoring 
research. These mainstream narratives of mentoring, which support the deficit thinking of the 
dominant group, assume that people of color do not have assets and capital to bring to the 
mentoring research. Through the voices and stories of the principals of color, my study is 
explicit about challenging the mainstream narratives of the dominant culture by including the 
capital of people of color, as it relates to the mentoring process.  
In reviewing leadership practices of novice administrators, it is important to see how 
minority leaders define, present, and carry out their tasks. As part of the mentoring process, 
new leaders need to understand their leadership styles and background as they lead within a 
school. Experienced leaders are able to regulate their own problem-solving processes and are 
more sensitive to the demands of the task and the social context in which the tasks are to be 
solved (Spillane et al., 2004). Leadership in the school environment is a difficult and deeply 
personal task for any administrator. For many beginning minority principals, this is their first 
leadership position within a school setting, and therefore these new leaders need to be 
nurtured as they face challenges and make hard decisions while on the job (Boerema, 2011). 
This nurturing process can be viewed as providing support and challenges to the new leaders 
at the same time. The support can include affirmation of the new leader’s experiences, as well 
as challenging these leaders through the introduction of contradictory ideas and questioning 
assumptions (Boerema, 2011). 
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Overall, this study addresses the importance of mentoring, whether it is formal or 
informal, the need to assist and prepare leaders in the school environment, in particularly, 
principals and/or assistant principals of color, is vital to the success of these school leaders. The 
research on mentoring continues to grow in this area and its contribution to society, has been 
on-going over the years. The mentoring process and mentoring relationships, combined, make 
for a program that will empower veteran and novice leaders in educational institutions, more 
vested, in creating and sustaining good employees. Based on the research, selecting a good 
mentor is one way to develop and enhance a successful mentoring program, along with making 
the mentoring selection, a collaborative process, for both, the mentor and mentee. When the 
mentee and mentor are genuine in developing meaningful relationships, the efforts to support 
each other is impactful and the results provide for a productive environment. Through these 
collaborative relationships, the mentoring process can be powerful because the focus of this 
process centers on the needs of the mentee and not the requirements of a program. In retrospect, 
the goals of mentoring should be, to help mentees grow and to support their successes in the 
field of educational leadership. While guiding and preparing these mentees, to one day, pay it 
forward and continue the mentoring process, by supporting future leaders in education. Finally, 
having a mentoring program with the voices of people of color embedded, within the mentoring 
process, will take away the notion, that only white men in positions of power, can develop 
future leaders with the knowledge and skills needed, to be principals and assistant principals. 
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APPENDIX A: Mentoring Questionnaire 
 
Questionnaire for the Study: The Mentoring Experiences 
of Principals of Color 
COMPLLETTE 
 
Q1 What is your gender?  
Q2 What is your race or ethnicity?  
 
Q3 What is your title/position?  
 
Q4 How many years have you been in administration?  
 
Q5 Have you participated in a Formal Mentoring Program 
       as a Principal or Assistant Principal? 
 
Q6 Have you participated in an Informal Mentoring 
       Program as a Principal or Assistant Principal? 
 
Q7 Did you find your participation in a mentoring 
      program to be successful? 
 
Q8 Do you still communicate with your mentor?  
 
Q9 In what type of community/district did you or did you 
      not, receive mentoring? 
 
Q10 What is your age?  
COMPLLETTE 
Mentoring of Minority Principals and Assistant Principals Survey Monkey Questionnaire 
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APPENDIX B: Mentoring Interview Questions 
 
Mentoring Interview Questions for the Study: The 
Mentoring Experiences of Principals of Color 
 
Background information: 
1. What is your current title? 
2. What is your gender? Male or Female 
3. How long have you been in education? 
4. How long have you been a principal/assistant principal? 
5. What is your highest level of education: BA/BS, MA/MS, ED.D/PhD 
6. Please identify your school district. 
7. Does your School District have a formal mentoring program?  
8. How long have you been in this district? 
9. Describe your leadership style 
 
The participants will elaborate on the Interview questions below. 
 
1. Describe your mentoring experience. 
2. What type of mentoring program did you participate in a formal or informal one? Please 
explain the process regarding your mentoring program. Selection of mentors, experience, 
years of service, what was their position, level of education, training (if any) as a mentor, 
matching process with mentor/mentee, voluntary/non-voluntary,  
3. When you met with your mentor were there required activities that needed to be 
completed or documented to justify the time spent together? Please explain these 
requirements. 
4. How often did you or your mentor meet outside of a formal setting? Where did you meet? 
How did you feel when you met with your mentor outside of the work place? 
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5. How did your mentor assistance with developing your leadership skills? Please provide 
examples 
6. Do you feel that your mentor had your best interest through this process? If so, please 
provide examples of this. If not, please provide examples of this. 
7. How long did you require a mentor? 
8. Did you share personal information with your mentor that did not pertain to work? Was 
your mentor receptive of this information?  
9. Was there a trusting relationship between you and your mentor? Please provide 
examples. 
10. Do you currently stay in communication with your mentor? 
11. Did you become a mentor through this process? If so, how did this happen? 
12. Would you recommend mentoring for new principals/assistant principals? Why? Why 
not? 
13. Please describe your experience as a principal/assistant principal. 
14. Describe your current leadership style. 
15. How has mentoring affected the way you lead a school? 
16. Do you feel gender or race played a role in the selection of your mentor? 
17. Did you have other mentors who were not selected through a mentoring program? 
18. Describe your relationship with these individuals. 
19. Do you feel participating in a mentoring program was a positive experience? If so, please 
explain. If not, please explain. 
20. What else would you like to share regarding your experience in a mentoring program? 
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